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School culture and teacher efficacy have been examined separately for several 
years. This study examined teachers' and student teachers' perceptions of personal and 
general teaching efficacy, seven dimensions of school climate, and the relationships among 
efficacy and culture. These constructs were examined in two Professional Development 
Middle Schools in a suburban setting. 
Sixteen cooperating teachers and 14 student teachers completed the Woolfolk and 
Hoy (1990) Teacher EfficaCY Scale and Cheal's (1990) Middle l.eye! Climate Indjcator. 
Additionally, teachers, student teachers, and principals answered structured interview 
questions regarding dimensions of efficacy and culture. The researcher conducted 
observations in each classroom, as well as general observations while visiting the schools. 
Results of this study indicated that teachers and student teachers had high personal 
and general teaching efficacies. Participants' responses suggested they individually and 
collectively were developmentally responsive to the needs of the middle school adolescent 
and were able to help students experience many successes. Results additionally indicated 
that school culture was important to teachers empowerment Participants at one school 
indicated their principal was controlling, and that they felt a sense of isolation and a lack of 
camaraderie. Teachers at the other school indicated that they felt their principal was 
supportive, and that they felt a strong sense of camaraderie. Student teachers at both 
schools indicated they felt much collegiality with their cooperating teachers. This reflected 
the university's efforts at building collaboration between the university and Professional 
Development Schools to facilitate student teachers' positive experiences and development 
as preservice educators. 
Implications from this study suggest the need for additional research to examine the 
relationships among culture and efficacy, particularly at the middle school level. 
Examining how teachers and student teachers perceive culture and efficacy and how these 
perceptions affect their response to meeting students' needs is also beneficial. The results 
of this study indicated that teachers who had a strong sense of "how we do things around 
here," and who "we" are felt more positively about their abilities to affect student progress. 
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CHAPfERI 
BACKGROUND 
Introduction 
1 
The literature clearly indicates that middle schools must meet the diverse 
developmental needs of the young adolescent in order to foster both academic and peBonal 
success crumjn~ Points. 1989; Eichhorn, 1966; George & Shewey, 1994; Ap AKeoda For 
Excellepce. 1985; Thjs We BeUeve. 1982). Middle level education has been identified as 
the "last best chance" for many youth cruminK PgjpJs. 1989). Middle school adolescents 
are facing some of the greatest physical, emotional, intellectual, and social changes in their 
lives (School year 2000. 1993; Tbjs We Believe. 1992). Accordingly, middle level teachers 
who feel empowered and believe in their ability to reach and teach students are vital in order 
to facilitate this "last best chance." Middle schools that strive to become exemplary must 
constantly examine ways to be developmentally responsive to the needs of young 
adolescents. One key to accomplishing this is through an examination of the school's 
culture and the identification of cultural aspects affecting teachers' efficacy. Through 
cultures of empowerment that sanction heightened self -efficacy, teacheB believe in their 
ability to affect academic achievement and change, thereby increasing the likelihood of 
meeting the needs of young adolescents. 
A series of studies have documented the importance of teacher efficacy (Bandura, 
19n, 1989; Eichhorn, 1966; Gibson & Dembo, 1984; Thjs We Believe, 1982; Tumjne 
Points, 1985). Other research indicates that heightened efficacy among teacheB increases 
personal and professional contentment and relates positively to student academic growth 
when teacheB believe they can affect change (Ashton, 1985; Garvin, 1987; Johnston & 
Ramos de Perez, 1985; Lee, Dedrick, & Smith, 1993; Miller, 1987). The literature also 
suggesis that tearheiS' effie&.} aa'Tects their teaching styles, effort expended, persistence, 
and can positively or negatively impact students' success (Ashton, 1985; Bandura, 1977; 
Miller, 1987; Schunk, 1991). 
2 
In considering exemplary middle schools and teachers' efficacy, one must also 
examine the school culture. The issues of school culture and teachers' efficacy have been 
examined separately in educational literature many times. Some researchers address the 
culture of a school and how culture is crucial to the empowerment of teachers (Ashton, 
Webb, & Doda, 1983; Brofenbrenner, 1976; Cheal, 1990). Culture also impacts teachers' 
efficacy. More empowering cultures are likely to encourage heightened efficacy, while 
more autocratic cultures are likely to decrease efficacy (Ashton et al., 1983; Cheal, 1990; 
Johnston, 1992; Strahan, 1994; Taigura & Litwin, 1986). 
This study identified seven factors of the organizational climate in two Professional 
Development Middle Schools (PDS) and examined these factors in relation to middle level 
teachers' personal teaching efficacy (PfE) and general teaching efficacy (GTE). Woolfolk 
and Hoy (1990) developed a Likert-type instrument to assess two dimensions of efficacy: 
personal teaching efficacy {PI'E), the belief that one can personally affect change, and 
general teaching efficacy (GTE), the belief that teachers in general can affect change. Cheal 
(1990) developed a Likert-type instrument to assess seven dimensions of climate: 
administrative support. administrative control. teacher frustration, pupil control behavior, 
expectancy and motivation, tangible environment, and teacher social needs. Research 
using these two instruments, structured interviews, conversations, and informal 
o~rvations yielded insight about the relationships between a school's culture and 
teachers' efficacy. 
The rationale for this proposed research was grounded in theay related to 
exemplary middle schools, school cultw:~. teacher efficacy, a&"ld their relationships to e:u:h 
other. 
Statement of the Problem 
3 
While researchers have addressed school culture and/or teaching efficacy, few 
studies have considered relationships between the culture of a school, particularly a middle 
school, and the teachers' efficacy. Empirical research examining this multifaceted 
relationship is lacking, but was examined through this study. The purpose of this study 
was to examine the relationships between perceived culture and perceived teacher efficacy 
among preservice teachers and cooperating teachers in two Professional Development 
Middle Schools. 
Research Questions 
The following research questions guided this research: 
la What is the relationship between pre and post scores of the on-site teacher 
educators (OSTE) and student teachers (ST) in two middle level Professional Development 
Schools on the Woolfolk and Hoy Teacher Ffficacy Scale (1990)? 
lb. How do on-site teacher educators (OSTE) and student teachers (SI) in two 
middle level Professional Development Schools articulate their perceptions of efficacy 
through structured interview questions and infonnal conversations? 
2a What are the relationships among the scores of on-site teacher educators 
(OSTE) and student teachers (ST) on Cheal's (1990) Mjddle Level School Orpnizatiooal 
Climate Indicator? 
2b. How do on-site teacher educators (OSTE) and student teachers (ST) in two 
middle level Professional Development Schools articulate their perceptions of Cheal's 
dimensions of climate through structured interview questions and informal conversations? 
3. What are the correlations among scores of the seven organizational factors as 
identified on the Cheal Mjddle l&veJ School Oti@DizationaJ Qimate lodjcator and personal 
teaching efficacy (PrE) and general teaching efficacy (GTE) scores on the Woolfolk and 
Hoy Teacher Fifkasy Scale? 
4 
4. From the perspectives of the on-site teacher educators (OSTE) and student 
teachers (ST). what are the most imponant aspects of school culture that influence personal 
teaching efficacy (PrE) and general teaching efficacy (GTE)? 
Procedures 
The Woolfolk and Hoy (1990) Teacber Flficacy Scale was administered twice 
during the 1995-96 academic year. in the first nine weeks of school and the last nine weeks 
of school. Structured interviews were conducted between February and April. 1996. 
Cheal's (1990) Middle L&vel Or:pnjmtional CHmate Ipdjcator was administered during the 
last nine weeks of the academic year. Correlational analyses were used to analyze the 
quantitative data. Qualitative data were analyzed through content analysis of interviews and 
informal observations. 
Significance of the Study 
While researchers have examined efficacy or culture. few have examined the 
relationship between the two. This study provides a better understanding of teacher 
efficacy and middle school climate variables and the interaction between them by weaving 
the strands together in an organized format This is significant since heightened efficacy 
and climates of empowerment lead teachers toward being more developmentally responsive 
to the needs of the young adolescent Examining these issues in two Professional 
Deveiopment Schools allowed ihe researcher the opportunity lo collect daia from both 
preservice and inservice educators. Listening to and analyzing the on-site teacher 
educators' voices and the student teachers' voices provided insights into the multifaceted 
relationships among efficacy and culture. Through analysis of quantitative and qualitative 
data, this study provides illumination of the relationships among efficacy and climate and 
provides insight into the importance of teacher efficacy and perceptions of a supportive 
climate in meeting students' needs. 
Definition of Terms 
General Teachio& Efficacy caw 
General definition: a belief in the power of teachers to reach all students regardless 
of extrinsic factors (race, sex, SES). 
Operational defmition: GTE as measured by the Hoy and Woolfolk (1990) JSacber 
Fificacy Scale and as analyzed from structured interviews, conversations, and infonnal 
observations. 
Personal Teachin& Efficacy CJ'TE) 
General definition: a belief in the power of self as teacher to reach all students 
regardless of extrinsic factors (race, sex, SES). 
Operational defmition: PTE as measured by the Hoy and Woolfolk (1990) JSacber 
Fifirncy Sca]e and as analyzed from structured interviews, conversations, and infonnal 
observations. 
Culture/QjroaJe 
General definition: "The way we do things around here" (Johnston, 1992, p. 46). 
5 
"How we do things around here depends on how we define who 'we' are" (Strahan, 1994, 
p. 2). Climate is an enduring quality of the environment that is experienced by its 
members, influences their behaviors, and can be described in terms of values of the 
organization (Taigura & Litwin, 1986). 
Operational definition: l) Climate as measured by the seven dimensions of Cheal's 
(1990) Mjddle Level 0rWJizationa1 Ciimate Indicator: administrative support, 
administrative control, teacher frustration, pupil control behavior, teacher social needs, 
tangible environment, expectancy and motivation. and as analyzed from structured 
interviews, conversations, and informal observations. 
Professjona] Development Schools CPDS> 
Schools in a collaborative, university partnership where preservice teacher 
education majors are placed with inservice teachers for observations, clinical experiences, 
and student teaching experiences. 
On-site Teacher filucators COSTE) 
Inservice teachers at Professional Development Schools who mentor preservice 
teachers during observations, clinical experiences, and student teaching experiences. 
Studept Teachers CSf) 
6 
Preservice senior or master level teachers who are placed with inservice teachers for 
field experiences. 
CHAPTER II 
REVIEW OF THE UTERA TURE 
This section presents a review of the relevant literature related to middle schools. 
school culture. and the constructs of general and personal teaching efficacy. Frrst. a 
conceptual framework is presented. Secondly. research related to exemplary middle 
schools is shown. The third section presents research related to school culture. The last 
section discusses literature related to teachers' efficacy. Some researchers address climate 
and others address culture. For the purpose of this research. the terms climate and culture 
will be used interchangeably. 
Conceptual Framework 
The conceptual framework for this research was grounded in the three research 
areas of exemplary middle schools. school culture. and self-efficacy. The exemplary 
middle school framework was based on the research of George and Shewey (1994), who 
assert in their research on exemplary middle schools and practices the following: 
7 
As the 21st century looms on the horizo~ the middle school movement remains the 
largest and most comprehensive effort at organizational and curricular change in the 
history of American public schooling. (p. 3) 
Therefore. as part of this vast middle school movement. educators must be aware of the 
factors contributing to exemplary middle schools if they are to create cultures valuing both 
teachers. students. and their work while meeting the needs of young adolescents. 
The second body of research in the conceptual framework is grounded in theory 
related to school culture. Johnston ( 1992) defines culture as "the way we do things around 
here" (p. 46). Strahan (1994) adds to that by saying that "how we do things around here 
8 
depends on how we define who 'we' are" (p. 2). The culture of the schools in this study 
was defined in terms of seven organizational attributes of lhe climate (Cheal, 1990). These 
seven attributes were administrative support, administrative control, tangible environment, 
teacher frustration, pupil control behavior, teacher social needs, and expectancy and 
motivation. Both schools in the research are Professional Development Schools (PDS). 
They are part of a university/school partnership where university personnel and 
practitioners work together. Student interns and student teachers were placed in both sites 
for clinical experience and supervision. 
The third piece of this conceptual framework was the research related to self-
efficacy, specifically that of Bandwa ( 1989). He provided the theoretical framework for 
much of the work done in teacher self -efficacy and asserted that a teacher's self -efficacy 
can influence choice of activities, effort expended. and persistence. Additionally, this 
research was theoretically grounded in the work of Woolfolk and Hoy (1990), who 
researched personal teaching efficacy (PI'E) and genernl teaching efficacy (GTE) to 
detennine which aspects of teachers' efficacy related to PrE and GTE. 
A review of the literature relevant to this study follows. 
Exemplacy Middle Schools and Practices 
Middle schools are not just "in the middle" between elementary and high schools. 
While they are part of the K-12 system, these schools must meet the needs of the 
population they setve, primarily 10-14 year olds. Middle schools are unique and setve 
adolescents who are facing some of the greatest physical, emotional, and social changes in 
their lives. 
Thirty years ago Eichhorn (1966) addressed the necessity for a middle school 
which would meet the needs of young adolescents who are chronologically 10-15 years old 
and who are academically in grades 6, 7, and 8. Eichhorn tenned the developmental stage 
9 
"uansescence, • the stage of development which begins prior to the onset of pubeny and 
extends through the early stages of adolescence (p. 3). In his socio-psychological model, 
Eichhorn examined the mental, physical, and cultwal relationships existing among middle 
school students. He asserted that these are interconnected and interdependent and are 
distinguishable in operation from either elementary or high school age students. It was 
Eichhorn's position that middle school procedures were different in "substance from those 
of traditional school" (p. 93). Furthermore, if not properly trained in middle school, 
faculty members' morale and personal contribution could be damaged. This points to a link 
between middle schools' culture and teacher efficacy. The need to examine teachers' self-
efficacy and school culture is vital to exemplary middle school practices. 
According to George and Shewey ( 1994), a national consensus on the 
characteristics of exemplary middle school has been reached. Since 1988, 2,141 citations 
relating to middle school education have appeared in ERIC, and of those, 1,245 have 
included references to research in areas of middle grades education. Major national studies 
have also been undertaken. Agreement of several factors in exemplary middle schools is 
evidenl The main factors include interdisciplinary teaming, advisory programs, flexible 
scheduling and grouping, enriched curriculum experiences, broadened opportunities for 
more student recognition, more active instruction and learning, articulation to schools 
above and below, shared decision making, and parent and community involvement 
(George & Shewey, 1994). Empowering teachers, who in tum empower students, leads 
to successful experiences for both groups as self-efficacy is heightened and a climate 
conducive to success is created. 
NASSPs Ap Agepda for Ex;ceJJepce at the Mjddle L.evel (1985) contains research 
designed to determine what adolescents need to reach their potential. One of the most vivid 
statements in this publication says, " ... young people ... will enter careers, raise 
10 
families, and seek the satisfactions that life will offer in the third millennium. We cannot 
even begin to know what information they will need to successfully negotiate that world" 
(p. 1). As middle level educators, embracing and facing this challenge is an integral part of 
a mission to create exemplary schools. It is this concept that makes becoming an 
exemplary middle school so challenging. 
Some of the critical elements in exemplary middle schools, according to NASSP, 
relating directly to this proposed research are: (a) a culture and climate that supports 
excellence and achievement instead of intellectual conformity and mediocrity; (b) learning 
and instruction where teachers are caring, optimistic, enthusiastic, and well-versed in 
pedagogy, with high expectations, while being easily approachable; (c) school organization 
that contributes to a sense of belonging, reducing anonymity and alienation; (d) principals 
with a clear sense of mission and the ability to handle problems that interfere with the 
learning process; and (e) client centeredness where the developmental needs of the students 
are met 
The Carnegie Report, IuminK points (1989), states that young adolescents face 
significant changes. For some youth, early adolescence offers opportunities for a 
productive and fulfilling life. For others, it is their "last best chance to avoid a diminished 
future" (p. 8). In relation to efficacy and culture, the Carnegie Task Force suggests that 
schools need to empower teachers and administrators to make decisions about the 
experiences of middle grades students. Similarly, among the characteristics of effective 
middle schools relating specifically to efficacy and culture, Johnston and Ramos de Perez 
( 1985) suggest that teacher efficacy, positive environments, and administrative leadership 
are essential components. One of the most widely used and most comprehensive research 
projects embodying the concepts of an exemplary middle level school is the National 
Middle School Association's publication, Tbjs We Be!jeve (1982). One of the ten 
essential elements listed of a !!true middle school!! is a positive schooi climate. 
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The research of George, Stevenson, Thomason, and Beane ( 1989), regarding 
changes middle schools made as they reorganized from grades 7-9 to grades 6-8 or 5-8, 
was important in examining the components of exemplary middle schools. This research 
indicated middle school students want respect, fairness, safety, trustworthiness, sense of 
humor, and achievable challenges from their teachers. Teachers indicated they need and 
want collaboration and cooperation, varying curriculum and instruction, overlapping work 
and play, and a sense of making a difference. This body of research indicated traits in 
healthy student-teacher relationships at the middle level. Garvin (1987) indicated that 
teachers who believe they can make a difference do not give up on students. They believe 
in their potential, and even though they may not see the fruits of their labor, they know they 
have planted the seeds. Thus, the need for teachers to be in a culture where they feel a 
sense of control and feel empowered to meet the needs of their students is crucial to an 
exemplary middle school. This was supported by a survey of schools that reorganized into 
exemplary middle school programs and accomplished several positive results, including a 
climate that improved and faculty morale and support that became more positive (George & 
Shewey, 1993). 
The Carnegie Reoort Tumjne Pojnts recommended empowering teachers and 
administrators to make decisions concerning the experiences of middle grades students 
since these are the people who know them best This empowerment can lead to teachers' 
heightened efficacy. Possible ways to empower teachers include giving teachers greater 
influence in the classroom, establishing building governance committees, and designating 
leaders for the teaching process. Two important factors were academically successful 
schools where teachers and students see themselves as pan of the same group and schools 
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with a strong "ethos of caring" (George & Shewey, 1993, p. 13). Strahan (1991) 
presented a diagram of a climate for success in middle level schools. At the center were the 
developmental needs of young adolescents. Surrounding this core were instructional and 
management practices, people, places, policies, and prognuns. At the outer level were the 
essential elements to the success, processes, communication, decision-making, and 
teamwork. This model demonstrated the interrelationships and interconnectedness of the 
multifaceted middle level school. Exemplary middle schools must be developmentally 
responsive to meeting both students' and teachers' needs. 
School Culture 
Spradley and McCurdy (19'n) described culture, from an anthropological 
viewpoint, as interpretations of behavior and stress, but they pointed out that not everyone 
shared all aspects of culture. They argued that culture was made of cultural scenes linked 
to recurrent social situations. They asserted that in order to understand any culture, 
researchers must detennine categories and subcategories of items/information related to 
culture as it is observed. Specifically, middle school teachers and administrators will not 
see all aspects of the school's culture through the same lens. While agreement may exist 
regarding specific attributes of the culture, individual differences and viewpoints will be 
woven throughout the cultural description of a particular school. Through an examination 
of multiple viewpoints, attributes of a schools' culture can be established. Hoy, Taner, 
and Bliss (1991) cautioned that climate was ambiguous and difficult to study. Thus, the 
need for an organizational way to study climate was provided by the researcher through the 
use of Cheal's (1990) Orpnjzatjonal Climate Indicator. In research related specifically to 
middle school climate, Cheal (1990) citing Taigura and litwin (1986) indicated that 
Climate is the relatively enduring quality of the internal environment of an 
organization that (a) is experienced by its members, (b) influences their behavior, 
and (c) can be described in tenns of the values of a particular set of characteristics 
(or attributes) of the organization. (p. 27) 
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Deal (1990) suggested that we can understand school culture by understanding the 
"symbolic webbing" of that school (p. 5). This included the shared history of the school, 
legends and folklores, symbols and emblems, language of school songs, handbooks, and 
memos. Anderson ( 1982) described climate as "the total environmental quality within a 
given school building" (p. 369). Henderson (1992) looked at culture in terms of a general 
defmition of climate with any prevailing condition which affected life or activity. 
Prevailing conditions affect everything that happens and may be altered. Henderson 
divided culture into physical, academic, social-emotional, or organizational. In a less 
structured sense, Johnston (1992) defined culture as "The way we do things around here" 
(p. 46). Strahan ( 1994) added to that by saying that "how we do things around here 
depends on how we define who 'we' are" (p. 2). School culture is multifaceted with many 
links, the way schools and individuals define themselves, who is perceived as having the 
power and who feels powerless, the perceived and real boundaries, and the patterns and 
repetitions that have developed over time. 
Views of culture can empower or restrict educators. If one feels a sense of trust 
and collegiality, risk-taking is encouraged. In a culture that is more restricted, the converse 
is true. Effective schools are marked by a pervasive atma;phere that Michael Rutter and his 
colleagues (1979} label"school ethos" (p. 212}. This ethos is a product of philosophical 
agreement about purpose that is shared by teachers and administration. Teachers' sense of 
efficacy is positively related to preservation of a warm, accepting classroom environment 
and negatively related to harsh control tactics (Ashton et al., 1983). Job satisfaction and 
collegiality can also be related to a teacher's sense of efficacy. Other aspects of a school 
climate hindering teachers' maintenance of a high self -efficacy are situations over which 
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they have little control, isolation, lack of recognition and support, and situations where they 
ieel powerless. Not surprisingiy, highly efficacious teachers feel less stress than do less 
efficacious teachers. According to Sara lightfoot. "Good schools are places where 
students are seen as people worthy of respect" (1983. p. 350). In "gc:x:d schools," all 
people feel valuable, able, and responsible. 
According to Newman. Rutter, and Smith (1989), teacher efficacy was most 
strongly affected by the orderly behavior of students in a school. a sense that innovation 
and experimentation are encowaged, and a belief that administrators are helpful and 
understanding. Newman's contention was that the relationship between efficacy and 
organization was reciprocal. Climate affected a sense of efficacy, and efficacy affected 
perceptions of climate. 
Cheal ( 1990) developed a survey to measure organizational climate in middle 
schools. She noted that researchers had explored climate in business, industry, colleges, 
and secondary and elementary schools; however, research in middle level school climate 
was lacking. In order to examine climate, middle schools had to use instruments developed 
for elementary or secondary schools. Cheal developed a climate indicator for middle 
grades that was psychometrically defensible within the environment it purported to 
measure. Cheal accomplished this through a review of related literature and scales 
developed by previous researchers. Statistical procedures indicated that Cheal's instrument 
was valid and reliable in measuring the constructs of organizational climate in middle 
schools. 
Fffiar,y 
Many variations of the definition of efficacy exist Coladarci (1992) referred to 
teacher efficacy as one's beliefs regarding personal ability to be successful as a teacher 
rather than observable behaviors. Morin and Welsh (1991) talked about self-efficacy as an 
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individual's perception of how effectively one can perform behaviors. Lacour and 
Wilkerson (1991) defined efficacy broadly as the power to produce an effect; however, 
researchers usually credit Bandura (1977) with providing the theoretical framework for 
studying teacher efficacy. According to Bandura (1989), self -efficacy can influence choice 
of activities, effort expended, and persistence. Although efficacy and outcome expectations 
are interrelated, Bandwa believed they could be differentiated. For example, a teacher may 
believe she cannot successfully create a conducive learning environment, but her actual 
classroom practices may show that, in fact, she is doing exactly that 
Bandura ( 1977) stressed the importance of distinguishing between efficacy 
expectations and outcomes expectations. A teacher may believe that certain behaviors will 
produce a desired behavior (outcome expectation), but may not feel capable of performing 
the behavior (efficacy expectation). An outcome expectation is demonstrated by a teacher 
who believes instruction can overcome barriers such as poverty or low level support from 
home. An efficacy expectation would be the individual teacher's belief that she can 
personally deliver such instruction. Teachers with a low sense of efficacy due to a low 
outcome expectation may engage less effort in motivating challenging students because they 
see the effort as useless. According to Ashton (1985), 
... these teachers are resistant to learning from experience with low-achieving 
students that contradict their basic belief about the students' ineducability (a 
cognitive deficit), but maintain their sense of self esteem, because they feel no 
responsibility for being unable to do what no one else could do (no affective 
deficit). (p. 143) 
Low efficacy teachers are likely to feel little stress when unable to reach students, 
particularly low achieving students, and are likely to believe that all teachers are unable to 
do much to motivate students. Low efficacy teachers have a negative impact on students 
because their choice of behavior and effort used are at least partial I y related to self -efficacy, 
rather than to a certain stimulus (Lacour & Wilkerson, 1991). High efficacy teachers use 
teaching techniques that are more chailenging and difficult. such as cooperative ieaming, 
activity-based methods, innovative program implementation, risk taking. and persistence. 
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Bandura (1989) and Ashton (1975) further delineate efficacy into two hierarchically 
organiwl dimensions, teaching efficacy and personal efficacy. Teaching efficacy refers to 
outcome expectations which is the ability to produce student learning despite obstacles. 
Personal efficacy refers to one's personal sense of effectiveness as a teacher. Teacher 
efficacy can vary somewhat with the activity or task at hand. Hoy and Woolfolk (1990) 
similarly label these constructs general teu:hing efficacy (GTE) and personal teaching 
efficacy (PI'E). General teaching efficacy is related to one's belief in what teachers as a 
whole can do to help students become successful. Personal teaching efficacy is related to 
one's view of self in successfully helping students. 
Miller (1987) described teacher self -efficacy as beliefs about the effectiveness of 
good teaching and teachers' beliefs about their abilities to teach all students, regardless of 
the students' home environment. sex, race, appearance, or SES. Teachers with high 
efficacy demonstrate a sense of responsibility for all student learning, while teachers with 
low efficacy attribute lack of learning to extrinsic factors and see some students as 
unteachable. Miller's research with at-risk students indicated several findings regarding 
teachers' self-efficacy. For example, teachers with high efficacy scores believed that good 
teaching could make a difference with all students regardless of external obstacles. 
Teachers with high efficacy scores described a greater variety and number of teaching 
strategies. Teachers with high efficacy scores used more positive and more academically 
oriented language when describing low achievers or difficult learners. High efficacy 
teachers demonstrated a higher sense of responsibility toward the achievements of difficult 
learners than did low efficacy teachers. High efficacy teachers demonstrated a willingness 
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to persist when faced with difficult students. In contrast to low efficacy teachers, high 
efficacy teachers tended lo describe principals and cenilal office staff as instructiooally 
supponive and helpful. High efficacy teachers saw themselves as being viewed more as 
professionals by administrators and the community than did low efficacy teachers, and high 
efficacy teachers spent more time in instructional planning outside school hours than did 
low efficacy teachers. 
Schunk (1991) asserted that students acquire information about their self-efficacy in 
a given domain from their performances, informal observations of mcxlels, forms of social 
persuasion, and physiological indexes, and that vicariously acquired information has a 
weaker effect on self -efficacy than does performance based information. Although Schunk 
was referring to students, it is probable that the same holds true for teachers. For example, 
information gained from in-service or workshops may affect self-efficacy, but teachers' 
performance based information gathered from their own experiences in their classrooms is 
more likely to lead to more positive results. 
In research related to teacher efficacy and school climate, Hoy and Woolfolk (1990) 
found that school level measures of academic emphasis, institutional integrity, and 
principal's influence correlated with either personal or general efficacy. In his study of 
efficacy and commitment to teaching, Coladarci (1992) found that the following variables 
related to efficacy: small classes, principals who were viewed favorably in instructional 
leadership, school advocacy, decision making, and relations with students and the staff; 
however, his central finding was that personal and general efficacy were the strongest two 
predictors of commitment to teaching. In fac~ according to Coladarci: 
... other things being equal, a greater commitment to teaching would be expected 
among teachers who believe student achievement can be influenced through skillful 
instruction, who have confidence in their own ability to influence student 
achievement, and who assume personal responsibility for the level of student 
achievement they witness in their classrooms. (p. 334) 
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Bandura's (1989) research with teachers on self-efficacy showed that perceptions 
of efficacy can affect a personrs motivation, choice of activities, time on task and the eiTort 
expended, as well as persistence in the face of difficulty. This theory suggested that 
appraisal of self -efficacy was derived from several sources like past experiences, modeling, 
verbal persuasion, and psychological states. Past experiences and perfonnance have been 
found to be the most influential forces. Thus, teachers with high efficacy would be more 
likely to help students develop competencies, whereas a teacher with low efficacy may 
avoid this. Teachers with high teaching efficacy may increase opportunities to experience 
success and enhance skills (Bandura. 1989). Teachers who do not believe they can 
perfonn necessary actions will not initiate relevant behaviors, or, if they do, they are 
unlikely to persist Self-efficacy was related to motivation because one's effon and 
persistence in accomplishing a task is often related to the perceptions one holds about 
abilities and competence. 
Brofenbrenner (1976) reponed that the most influential factors on teachers' self-
efficacy were the types of students in the classroom and the amount of control teachers had 
in detennining the classroom environment Control over one's environment may positively 
affect self -efficacy by detennining how intrinsic goals are established and the criteria by 
which success is measured. Similarly, Ashton (1985) identified several factors related to 
teachers' sense of self -efficacy such as teacher characteristics, student characteristics, 
teacher-student interactive behavior, class size, role definition, activity structure, school 
norms, collegial relations, principal-teacher relations, decision-making structure, nature of 
school district, legislative and judicial mandates, conceptions of teacher and learner, and 
conceptions about the role of education. While these factors can impact teacher self-
efficacy positively or negatively, they are not insunnountable obstacles and can be adjusted 
to create a more efficacious environment for teachers and students. The five major factors 
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negatively influencing teachers' sense of efficacy were salary dissatisfaction, status panic, 
lack of collegial and adminisLrative support, uncertainty, and powerlessness (Miller, 1985). 
In relation to school attributes and teacher efficacy, Chester and Beaudin ( 1996) 
examined efficacy in novice urban teachers. The results of their research indicate that three 
factors affect teachers' efficacy: collaboration, supervisory attention, and quality and 
availability of resources. Specifically, in urban schools where high levels of collaboration 
were evident •experienced beginning teachers, and most novices realized positive changes 
in their self efficacy beliefs• (p. 246). Similarly, in schools where supervisors paid much 
attention to teacher performance, efficacy increased in all teachers, and most novices. 
Interestingly, this study indicated that novice teachers with high levels of resources 
experienced declines in self efficacy beliefs, but those with fewer resources experienced 
small increases. The researchers explained that this decrease in efficacy may be that 
"young teachers may not have a repertoire of snategies to make appropriate choices" (p. 
252). The overall conclusion of Chester and Beaudin was that schools can positively 
influence teachers' feelings of efficacy and empowerment when they offer opportunities for 
collegiality, offer opportunities for administrators and teachers to collaborate, and offer 
support in the use of instructional resources. 
Summary 
According to Stiahan (1992), "how we view ourselves, how we see our students, 
what we prize most about our subject matter- these orientations are the 'core values' of 
teaching" (p. 240). Therefore, high efficacy teachers who value themselves and believe in 
their ability to affect change, will act in more developmentally responsive ways to middle 
level students. With this in mind, a need to examine the relationships between exemplary 
middle school practices, culture, and teacher efficacy exists. Since the decisions teachers 
make daily influence middle school students' lives, and self-efficacy influences teachers' 
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decision making, the need to help schools identify factors to build self -efficacy and to avoid 
factors harmful to pa;itive seif-efficacy is cruciaL wnen teachers believe in themselves as 
educators, they treat students with respect and dignity and strive to meet students' 
educational needs. A school culture that supports these attributes creates a win-win 
situation for everyone. Middle schools can be the "last best chance" for both teachers and 
students <Tumjne pojnJs. 1989, p. 8). The interrelatedness of exemplary middle schools, 
school culture, and teachers' efficacy supports the need to examine these factors in context 
The desire is to create schools that meet the efficacy needs of teachers and the 
developmental needs of the young adolescent Teachers are important resources in 
education. Empowering them to make decisions and act in developmentally responsive 
ways toward students should be a mission for any school trying to create a better culture 
for itself. 
CHAPTER. III 
METHODOLOOY 
Desired Contributions 
21 
This research identified the cultural aspects of two Professional Development 
Middle Schools and examined personal teaching efficacy (PrE) and general teaching 
efficacy (GTE) of the teachers and student teachers at each school in relation to its culture. 
Embedded in this research was an examination of the presence of exemplary middle school 
practices. Through a careful examination of the relationships between PTE and GTE and 
the culture of two Professional Development Middle Schools. this research makes a 
contribution to the field by identifying factors of culture that positively influence teachers' 
efficacy. A school culture conducive to heightened teacher efficacy has the potential to 
meet the needs of its young adolescents. Additionally. this research offers a clearer 
understanding of how on-site teacher educators and student teachers shape their teaching 
efficacy in relation to the perceived culture of the school. The analysis procedures using 
empirical descriptors of efficacy and climate coupled with qualitative descriptors should 
provide a significant research framework. 
Following is a list of the research questions that guided this study. (For analyses. 
see Appendix A) 
1a What is the relationship between pre and post scores of the on-site teacher 
educators (OSTE) and student teachers (ST) in two middle level Professional Development 
Schools on Woolfolk and Hoy's (1990) Teacher Efficascy Scale? 
lb. How do on-site teacher educators (OSTE) and student teachers (ST) in two 
middle level Professional Development Schools articulate their perceptions of efficacy 
through structured interview questions and infonnal conversations? 
2a. What are the relationships among the scores of on-site teacher educators 
(OSTE) and student teachers (ST) on Cheal's (1990) Mjddle Level School Organiza.tional 
Climate Indjcator? 
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2b. How do on-site teacher educators (OSTE) and student teachers (ST) in two 
middle level Professional Development Schools articulate their perceptions of Cheal's 
dimensions of climate through structured interview questions and informal conversations? 
3. What are the correlations among scores of the seven organizational factors as 
identified on the Cheal Mjddle Level School Orianizational Climate Indicator and personal 
teaching efficacy (PrE) and general teaching efficacy (GTE) scores on the Woolfolk and 
Hoy Teacher Fificycy Scale? 
4. From the perspectives of the on-site teacher educators (OSTE) and student 
teachers (ST), what are the most important aspects of school culture that influence personal 
teaching efficacy (PrE) and general teaching efficacy (GTE)? 
Pcuticipants 
Fourteen student teachers and 16 on-site teacher educators participated in this 
investigation. Nine student teachers were senior Middle Grades Education Majors, and 
five were Option II, Master's Level Middle Grades Education Majors. A total of30 
individuals participated in this study. Demographics for the on-site teacher educators 
showed that the group consisted of 13 females and 3 males. All were white. The number 
of years taught ranged from 5 to 27. The average number of years taught was 17.2. The 
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ages of the on-site teacher educators ranged from 26 to 50 . Their average age was 42.6. 
fur the student teachers, demographics showed that 11 were female and 3 were male; 13 
were white and 1 was Asian. Their ages ranged from 20 to 33 years. The average age was 
23.9. Each participant was assured confidentiality. Principals at each Middle Level 
Professional Development School allowed access into the schools. Results were reported 
without identifying information about a specific school, teacher, or student teacher. 
Both middle schools are part of a collaborative effort between a local university and 
school system to provide a strong field based experience for preservice educators. 
Teachers who supervised student teachers were selected from a pool of volunteers. 
Selected supervising teachers were chosen based on perceptions of administrators and 
university team leaders that these teachers were strong mentors and positive role models 
who embraced the middle school philosophy. Preservice educators at each school were 
placed in the schools in August for internship and began student teaching in January. They 
were supervised by a professor who served as a team leader and a doctoral student. As 
part of the collaborative effort the university partnership provided mentoring, staff 
development and school improvement efforts to the two middle schools. 
At the time of this study, North had 901 students and 64 full time teachers. The 
student population was 64.2% white and 35.8% minority. South had 646 students and 51 
full time teachers. The student population was n% white and 23% minority. 
Administrative staff at both schools consisted of a principal and two assistant principals. 
Instruments 
Both quantitative and qualitative data were gathered to address the research 
questions. Triangulation, for cross-validation, was employed through the use of two 
administrations of the efficacy subscales, the administration of the climate indicator survey, 
informal observations, and interviews. Two instruments provided measures of quantitative 
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variables. The Woolfolk and Hoy ( 1990) Ieacher Self-Efficacy Scale (see Appendix 8) 
measured general and personal teaching efficacy. Cheal's (1990) Middle School 
Orpnizational Climate Indicator (see Appendix C) measured seven dimensions of climate: 
administrative control, administrative support, teacher frustration. teacher social needs, 
tangible environmen~ pupil control behavior, and expectancy and motivation. These 
instruments were chosen because of their applicability to the proposed research. 
Specifically, Woolfolk and Hoy measured efficacy in relation to beliefs about control 
(1990), and later examined teachers' efficacy in relation to the organizational health of 
school (Woolfolk & Hoy, 1993). Cheal's Middle School Oreanizational Climate Indicator 
was chosen because of its specificity to middle schools and measures of dimensions of 
culture. 
Both quantitative instruments used have been determined to be reliable and valid. 
Hoy and Woolfolk used 20 items found to have acceptable reliability coefficients. Factor 
analyses were performed to confirm the existence of the two factors: GTE and PfE. 
Multiple regression was used to assess the contribution of GTE and PfE and their 
interaction to pupil control ideology. bureaucratic orientation, and motivational style. Other 
psychometric procedures included analysis of eigenvalues to determine that constructs 
asserted to be measured, PrE and GTE, were indeed being measured. For this sample, the 
Cronbach's alpha was .74 for the GTE scale and .82 for the PrE scale. 
The Middle School Climate Survey (Cheal, 1990) was initially developed from 
three other instruments: Ruteea Sec9ndazy School Climate lpventozy-Einal Fonn 
(Mulhern, 1984), Pupil Coptrolldeolo&Y Fonn (Willower, Eidell, & Hoy, 1967), and 
Miskel's ( 1982) Expectancy and Motivation Scale. From this combination, seven 
statistically valid and reliable factors were identified and defined to portray aspects of the 
organizational climate of middle schools. The reduced final fonn contains 43 items with 
the following alpha reliabilities: 
Expectancy and motivation, alpha=.95 
Administrative support. alpha=.95 
Pupil control behavior, alpha = .92 
Tangible environment, alpha =.f!r/ 
Administrative control, alpha =.91 
Teacher intimacy, alpha =.93 
Teacher frustration, alpha=.76 
The third instrument administered, a demographic questionnaire, administered to 
the OSTE and student teachers gathered the following infonnation: 
Name Name of school 
Gender Teaching Assignment (subject and grade) 
Race Number of years taught * 
Age Number of years as OSTE * 
licensure AreaNumbers of years at this school * 
*gathered from OSTEonly 
The fourth instrument, eleven structured interview questions, matched the items 
measured by the instruments gathering quantitative data, the Hoy and Woolfolk Teacbin~: 
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Efficacy Scale and Cheal's Middle School Or:~:aoizational CUmate Indicator. Specifically, 
the interview questions addressed personal and general teaching efficacy measured by Hoy 
and Woolfolk as well as expectancy and motivation, pupil control behavior, tangible 
environment, teacher social needs, teacher frustration, administrative support, and 
administrative control as measured by Cheal. The following questions, based on GTE, 
PrE, and the constructs of Cheal's instrument, were asked: 
1. What are the most critical needs of young adolescents? 
2. What are the biggest obstacles to meeting these needs? 
3. In what ways do teachers overcome obstacles to meeting students' needs? 
(general teaching efficacy) 
4. In what ways do you overcome obstacles to meeting students' needs? 
(personal teaching efficacy) 
5. In what ways do teachers at this school monitor progress and adjust the 
instructional program? (expectancy and motivation) 
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6. How do teachers at this school handle classroom management? (pupil control 
behavior) 
7. How are instructional materials and opportunities for teachers to learn new 
things decided at this school? (tangible environment) 
8. In what ways are teachers friends and/or socialize outside the school? (teacher 
social needs) 
9. What effect do non-teaching duties, paperwork, and committee meetings have 
on the teachers at this school? (teacher frustration) 
10. In what ways are faculty recognized or complimented at this school? 
(administrative support) 
11. How does your principal know what teachers are teaching and how they are 
canying out non-instructional duties? (administrative control) 
The guiding questions regarding this proposed research was "How do we do things 
around here" and "who are 'we"' (Johnston, 1992; Strahan, 1994). The informal 
interview probed for tacit knowledge and included questions regarding "how we do things 
around here" to determine how participants describe the school's culture. Informal 
observations of lessons focused on the same issues addressed in the structured interviews 
to determine what was perceived by the participants versus what was observed during 
lesson informal observations and school visits. Five qualitative research techniques were 
used to gather data from the OSTE, student teachers, principals, and two UNCG faculty 
who served as team leaders in the middle schools being studied: 
27 
1) Structured interviews -taped interviews using the 11 questions related to culture 
and efficacy 
2) Informal observations - occurred with weekly visits to the schools 
3) Non-structured interviews and conversations- hallway chats, requests by on-site 
teacher educators or student teachers to meet with the researcher 
4) Key informants- identified as people in the school who know "how we do 
things around here" 
5) Participant reflection - participants had opportunities to examine informal 
observations and otTer explanations and interpretations from their perspectives. 
Additionally, the researcher kept a written log of informal observations and conversations. 
Procedures 
The Teacher 8elf-Effi9l£Y Scale was administered to OSTE and student teachers 
twice during the academic year, once during the first nine weeks and once during the last 
nine weeks. During the last nine weeks, Cheal's Mjddle School Orianiuuional Climate 
Indicator was administered iD provide measures of seven dimensions of the organizational 
climate: expectancy and motivation, pupil control behavior, tangible environment, teacher 
social needs, teacher frustration, administrative support. and administrative control. 
Qualitative data will include interviews and informal observations. One structured 
interview with each participant was conducted between late February and mid-March and 
informal interviews and informal observations occurred throughout the '95-'96 school 
year. The purpose of the interviews and informal observations was to allow participants 
the opportunity to describe their perceptions of the school's culture and of their teaching 
efficacy in their own terms. 
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Analysis 
Qualitative data were analyzed through triangulation with the on-site teacher 
educators, student teachers and administrators, as well as the use of key informants. Data 
were analyzed to generate shared perceptions of culture and efficacy. Direct quotes were 
reponed as illustrations. The quantitative data were analyzed using the SPSS Statistical 
Programming Package. 
The informal observations and interviews allowed multiple perspectives regarding 
the relationship between the culture and teaching efficacy of the OSTE and student teachers. 
By looking at patterns and themes, the researcher can discuss what is observed and how 
that observation came to be (Burnaford, 1993). This multi-method of qualitative and 
quantitative data collection increased validity and reliability of this study. More specifically 
triangulation will occur through specific analysis of the data (see Table 1, Appendix A). 
limitations 
The unique aspects of this study create certain limitations. Demographics of the 
small number of participants show that all the on-site teacher educators were white, and 
80% were female. Of the student teachers, 93% were white, and 79% were female. 
Another limitation was due to the fact that this group consisted of a cluster sample. All on-
site teacher educators were pan of a collaborative teacher education program with the 
university and were not part of a random sample of teachers at each school. The study may 
not relate to other middle school teacher education prognuns. These limitations decreased 
the generalizability of the study. This study might be generalized to other teacher education 
programs with similar demographics or Professional Development Schools whose culture 
is similar to the ones described in this study. 
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Summary 
This research, through a careful examination of both qualitative and quantitative 
data. examined the interrelatedness of middle schools teachers' efficacy and school culture. 
This multi-method analysis allowed the researcher to gather information from Likert-type 
measures, structured interviews, conversations, informal observations, key informants, 
and the researcher's own log book. The research was grounded in theory and should 
provide valuable insight into the field, specifically by addressing the relationship between 
teachers' efficacy and seven dimensions of school climate at two Professional Development 
Middle Schools. The research framework included data gathering techniques that can be 
replicated in other settings to study middle school cultures and the personal and general 
teaching efficacy of teachers. 
CHAPTER IV 
RESULTS 
Overview 
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The focus of this study was to examine the relationships between perceived culture 
and perceived teacher efficacy among preservice teachers and cooperating teachers in two 
Professional Development Middle Schools. Two university professors (team leaders), a 
doctoral student, and two principal fellows visited the student teachers weekly, and on-site 
teacher educators (OSTEs) provided feedback on a daily basis. The researcher used the 
Woolfolk and Hoy (1990) Teacher Efficacy Scale and the Cheal (1990) Middle Level 
Climate Indicator. to gather data, along with interviews and observations. This study 
examined the relationship between pre and post efficacy scores, examined the results of 
scores on seven dimensions of organizational climate, and examined the correlations among 
efficacy scores and climate scores. This study also examined cooperating teachers' and 
student teachers' perceptions of efficacy, climate, and their perceptions of what aspects of 
culture influenced personal and general teaching efficacy. This chapter presents results 
accordingly. The first section analyzes perceptions related to middle school. This is 
followed by an analysis of efficacy scores and perceptions of efficacy. The next section 
examines climate scores and perceptions of climate. The third section examines 
correlations between efficacy and climate. This chapter ends with a summary of the entire 
study. 
Perceptions of Middle School Fificacy and Culture 
The following data are based on structured interviews, the researcher's 
observations, notes, and results from the Hoy and Woolfolk (1990) Teacher Efficacy Scale 
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and the Cheal (1990) Middle Level Climate Indicator. Information for both groups and 
both schools are presented together. Separations are made only ior clarity or to alert the 
reader to differences in perceptions by school or rank. An analysis of perceptions related to 
middle school students' needs and obstacles to meeting these needs is presented, followed 
by an analysis of perceptions related to efficacy and climate. 
Analysis of Perceptions Related to Middle School 
CriticaJ Nee4s of Adolescents 
When asked about the most critical needs of young adolescents, teachers' answers 
varied but tended to center on social-emotional needs. Teachers' comments reflected their 
perceptions that middle school adolescents needed emotional support, particularly to know. 
"Am I good, and am I doing a good job." Other needs teachers identified most frequently 
related to establishing relationships and a sense of belonging. Family support and love 
were identified as needs. As one teacher reflected on her students, she identified that the 
achievements of those who had family support and those who did not were completely 
different Other teachers said that working through issues of home life and societal 
problems as a means of increasing students' learning opportunities was a need of the young 
adolescent Most teachers felt that a lack of consistency and structure at home was reflected 
in the absence of many students having a routine, study time, parental guidance, 
organization, work ethics, and positive peer relationships. Teachers added that societal 
pressure related to peers, drugs. adolescence, and a lack of family guidance/background 
contributed to the critical needs of many students. 
Some teachers felt students needed an adult to listen to them, to be flexible, and to 
be forgiving of their shortcomings. One teacher said young adolescents needed adults who 
cared enough to spend time with them. Teachers also perceived that middle school students 
needed guidance in the transition from childhood to adulthood, particularly in dealing with 
developmental needs and the new challenges their bodies and minds were experiencing, 
such as feelings of inadequacy, aggression, and sexuality. 
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Student teachers observed that support was crucial for middle school students as 
they experienced many transitions, both academically and emotionally. The student 
teachers felt the students needed attention and needed to know that someone at school cared 
about them. Additionally, the student teachers felt students needed individual quality time 
with an adult, whether it was one-on-one time with a teacher or with a parent They also 
felt middle school students needed to have time to socialize, to have a break during the day, 
and to explore different interests and activities to find their strengths and talents. 
Principal Smith, at North, said the most critical needs of the young adolescent were 
to work on their own identity and see how they fit into the world. She felt middle school 
was an ideal place to reach adolescents in what she labeled an "ideal point between 
childhood and serious academic pursuit" She felt this was a good time for students to 
grasp what it meant to be a citizen of the world, and noted she saw many students 
floundering for role identity. She felt middle school was the best time to help students feel 
positive about who they were and to help them become responsible citizens in the 
community through service and citizenship. She said that, as a society, "we have not done 
a good job helping students become responsible citizens." She felt we have focused much 
more on trying to make all students happy, and that as a result, they are all very unhappy. 
Principal Miller, at South, addressed this issue by saying that middle school 
students needed to have a sense of acceptance, belonging, and being a part of something. 
He felt that middle school students were searching for direction and guidance, while 
sometimes going around in circles. He felt middle school was a good time for educators to 
have an influence and offer guidance, as students were tnmsitioning into young adults. He 
gave an example of a South program called TOPS, Teaching Our Pupils Success, that had 
been successfully implemented to help at-risk students. He attributed its success to the 
strong bonds created between teachers and students, not its academic pursuits. 
Obstacles to Meetins Students' Needs 
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The researcher asked teachers and student teachers to think about the biggest 
obstacles they faced in meeting the needs of the young adolescent Teachers perceived 
dealing with home life, outside influences, not getting parental support, and negative peer 
influences as obstacles that got in the way of students not being able to "tune in and focus." 
For example, one teacher felt that she was unaware of the home baggage and background, 
and that, coupled with a lack of parental support, made reaching some of her students 
difficult Another teacher stated that she could see a difference in the last 15-20 years in 
parents stressing the importance of school. She perceived that a decrease in parental focus 
on school's importance banned students. She wished we (society in general) could tum 
around and emphasize the importance of education. 
Other perceived obstacles included a lack of time and resources to meet individual 
differences among students, particularly in the area of learning styles. This was a concern 
especially for one teacher who felt frustrated that she was unable to meet all students' 
preferred learning styles and modalities. One teacher felt too many educators fell into 
junior high modes of thinking, where content was more important than understanding the 
student He felt that adolescence deserved greater recognition relating to their 
developmental needs. Other teachers identified local and state mandated testing as an 
obstacle to meeting student needs. Other obstacles teachers faced included difficulty in 
making parental contact, doing paperwork for the school and the county, and trying to 
maintain the curriculum. This related to teacher's frustration with lack of time, which they 
identified as a big obstacle to meeting students' needs. 
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Student teachers identified various obstacles to meeting student needs. One need 
was identified as the inability to accommodate academic differences and abilities. Student 
teachers felt they either did not have time or skills to deal with all the academic levels and 
abilities they faced daily. They indicated that many students needed individual time. One 
student teacher gave an example from her experience. In a class of 30, five students 
needed one-on-one time. Some students needs were not met, and she found it difficult not 
to bore some students while repeating material for slower students. 
One student teacher saw the institutionalization of education as a large part of the 
problem and felt that it got in the way of meeting individual needs of children. He noted 
that some students needed to move around and have different learning opportunities, but 
they were often overlooked by the institutional requirements for structure, order, and 
accountability. Similarly, another student teacher stressed that imposed structures such as 
state and local requirements, prevented students from getting quality time and instruction 
from the teacher. Student teachers also listed lack of money for education and the End of 
Course testing as "system" obstacles to meeting students• needs. One student saw the 
biggest obstacle as school not being students• number one priority. She saw this as a kind 
of tug of war and felt that often it was easier not to pull. She focused on students and felt 
that they complained about taking notes and writing essays. She felt they wanted to "write 
down facts and spit them out on Friday" (Melanie). Unlike the other student teachers, this 
particular student teacher identified the students themselves as obstacles. 
Principal Smith identified the major obstacle to meeting the needs of the young 
adolescent as our success as a country. She said our ,society had done a good job of 
allowing people to "have a say," of being "democratic" and of welcoming diversity of 
opinion, religion, and culture. She felt this was good, but felt that we were at a benchmark 
as a country in a pre-anarchy stage and that not many people agree on anything. She said 
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parents were diverse. She had some who wanted absolute character taught and others who 
did not want children to have to say "Yes" to a teacher. She felt that as educators, rather 
than fight that battle, we had basically required nothing of the students. She also 
commented that parents were letting their houses be run in a democratic fashion. She 
perceived that children were being allowed to make decisions about what they ate, when 
they went to bed, what they wore, and how they spoke to their parents. She felt if one 
added all these factors together, education was a tough battle. She expressed concern that 
many people were too tired to fight il She felt the only way to tum things around was "to 
bite the bullet" and say, "In this school, this is what will happen." Principal Smith 
expressed a need to set standards at North. 
Principal Miller felt that accountability was an obstacle preventing educators from 
more successfully meeting middle school students• needs. He felt that local, state, and 
national mandates caused schools to address only academic needs and kept schools from 
addressing social needs. He commented that some teachers did well in balancing academic 
and social needs, but he felt other teachers needed training in how to meet the many needs 
of young adolescents. 
Analysis of Efficacy 
After reflecting upon the needs of middle school students and obstacles to meeting 
these needs, teachers and student teachers reflected on how they individually and 
collectively meet student needs. The cooperating teachers and student teachers at two 
Professional Development Middle Schools also took the Hoy and Woolfolk (1990) 
Ieacher Efficacy Scale twice during the academic year, once in September and once in 
April. The scale measured personal teaching efficacy, which refers to a teacher's belief in 
his or her own ability to positively affect students and general teaching efficacy, which 
refers to one's belief in the ability of teachers in general to affect students positively. The 
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results of each scale measuring personal teaching efficacy (PTE) are presented an Table 1 
and of general teaching efficacy (G rr.) are presented in Table 3. A score of i indicared the 
highest level of personal teacher efficacy and a score of 5 indicated the lowest level of 
personal teaching efficacy. Pre-test efficacy PrE scores ranged from 1.67 to 2.50, and 
post test efficacy PTE scores ranged from 2.10 to 283. Data indicated that teachers and 
student teachers perceived a high level of personal teaching efficacy, or the belief that 
individually, they could positively affect students. Data indicated no statistical differences 
between pre and post efficacy scores for school or rank. Scores presented are scaled 
scores. Teacher and student teacher comments follow the quantitative data analyses. 
Personal teaching efficacy was measured using the Woolfolk and Hoy (1990) 
Teacher Fificacy Scale. Results are presented in tables 1 and 2. The tables are followed by 
quantitative examples. 
Table 1 
Personal Teachini Efficacy Scores CPTEl 
Pre-Test Efficacy Scores Post-Test Fificacy Scores 
School Rank N Mean SD Mean SD Difference 
North T 6 1.67 0.52 2.17 0.75 -0.50 
North ST 6 4.00 0.63 2.83 0.75 +1.17 
South T 10 2.13 0.35 2.10 0.88 +0.03 
South ST 8 2.50 0.53 2.43 0.98 -0.07 
~ T = Teacher; ST = Student teacher. 
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Pre-'Post Petsonal and General Teachin& Fificacy Comparisons 
Individual personal teaching efficacy scores for reachers and student reachers at 
each school are listed in Table 2. At North, six cooperating teachers and six student 
teachers participated in the study. At South, ten cooperating teachers and eight student 
teachers participated in the study. One student teacher at South left the program to enter the 
Air Force, and another South student teacher chose not to participate in this study. 
Personal teaching efficacy scores for North student teachers as a group increased 
1.17, from 4.00 to 2.83. These student teachers commented they had learned to modify 
assignments, develop a good rapport with the students, and work with the supervising 
teachers to find ways to meet student needs. Developing these skills appeared to make 
them perceive they could positively impact students. 
Item Analysis with Qualitative I!Justtations for Personal Teachin& E(ficacy 
Most teachers' and student teachers' comments indicated they perceived themselves 
as capable of successfully meeting students' needs. They perceived themselves as having a 
variety of methods to help students become successful socially, emotionally, and 
academically. A few exceptions to the perceived high sense of efficacy were indicated by 
teachers or student teachers who felt extremely frustrated or overburdened by meeting 
student needs. However, most teachers and student teachers indicated they were willing to 
devote much personal time to helping students. 
Teachers or student teachers whose differences on personal teaching efficacy scores 
were more than two points have been analyzed. Two student teachers, Susan and Amber, 
had increases of 2 and 3, respectively. Susan commented that she felt good when students 
succeeded. She modified assignments or used alternative assessments such as oral tests to 
assess student progress. Amber commented that she called students at home when they 
were absent, sent a newsletter to parents, and worked one-on-one with students. She 
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Table2 
Ere-Post Personal Teachin& Fificycy Scores lPIE) 
Teachers Student Teachers 
Name Pre Post Difference Name Pre Post Difference 
North 
Donna 1 2 -1 Susan 4 2 +2 
Patty 2 2 0 Jack 3 2 +1 
Robin 2 2 0 Eric 4 3 +1 
Kate 2 3 -1 Melanie 5 4 +1 
Barbara 1 1 0 Tun 4 5 -1 
Brenda 2 3 -1 Amber 4 1 +3 
Range 1-2 1-3 Range 3-5 1-5 
Mean Score 1.67 2.17 Mean Score 4.00 2.83 
South 
Bob 2 3 -1 Alison 2 3 -1 
Denise 2 3 -1 Hilary 2 2 0 
Joann 2 3 -1 Ann 3 4 -1 
William 3 2 +1 FJizabeth 3 3 0 
Glenda 2 1 +1 Cathy 2 2 0 
Kelly 2 1 +1 Jill 3 2 +1 
Molly 2 1 +1 Shelly 3 1 +2 
Jennifer 2 2 0 Cindy 2 3 -1 
linda 2 3 -1 Range 2-3 1-4 
Joe 2 3 -1 Mean Score 2.50 2.40 
Range 2-3 1-3 
Mean Score 2.10 2.30 
directed a play with her students, which allowed her to utilize students' talents. Both 
student teachen; developed a good rapport with students 
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In viewing schools as being influential versus society as being at fault, the teachers 
and student teachers made the following comments. Susan said schools used 
accountability, documentation, paired activities, group work, and outside work. Donna 
said schools overcame obstacles through academics and emotional support. Brenda noted 
that 6th grade teachers "bent over backwards" to raise test scores. Finally, regarding their 
views of personal empowerment, or "I can make a difference/ I cannot do it all," teachers 
and student teachers made several comments. Susan noted that she felt good when 
students succeeded, that consistency was important, and that she felt supported by other 
student teachers and the 6th grade teachers as a group. Donna said she stayed after school, 
gave emotional support and used assertive discipline. Brenda tutored individually and 
talked with the students. 
Individual cooperating teachers' PTE perceptions were evident in the ways they 
described how they tried to overcome obstacles and meet student needs. Teachers said they 
gave up planning time and stayed after school to work one-on-one with students as ways of 
meeting student needs. Three teachers talked about their abilities to be emotionally attuned 
with their students. These teachers wanted to help students feel successful, try to 
understand them, make them feel needed, and make the school environment inviting, 
comforting, and safe. One teacher simply said, "I do my part: challenge kids." She 
followed this by discussing her caring for the students and modeling appropriate 
interactions. Her hope was that someday the students would look back and say she made a 
difference in their lives. She concluded her interview by saying that when things were not 
going well, she remembered that she was making a difference and tried not to let the 
frustrations get her down. Another teacher felt her key to overcoming obstacles was the 
good rapport she developed with the students. She felt her students trusted her and felt 
comfortable in her class. 
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Other teachers described themselves as being flexible and trying to work cohesively 
with other teachers, particularly the ones on their team and grade level. The teachers who 
described this felt the team could work collectively as a unit to meet students' needs. One 
South teacher discussed requesting students to stay after school almost every Tuesday and 
Thursday, so she could give them additional help. She also made ~ to 60 phone calls per 
month to parents and students and sometimes gave oral tests to students over the phone. 
Another teacher stressed that she gave assignment sheets and planners to all her students so 
no one stood out She also worked on peer relationships with her students. Many teachers 
held parental conferences and used written communication as a way to meet student needs. 
One teacher indicated she kept in close contact with the parents and tried not to alienate 
them. She tried to approach them in a manner of "what can we do together to help your 
child?" 
One South teacher tried to meet student needs by working on students' self esteem. 
She believed not succeeding in school led to a lower self esteem. She also talked to 
parents, worked closely with HUB (Helping Understand the Basics), and tried to link the 
community and school together through support group meetings, as well as discussion 
groups with parents. She had a good rapport with students, parents, other teachers, and 
the administration. She noted that the assistance from a local university and college had 
been particularly beneficial in helping her overcome obstacles and meeting student needs 
because this involvement allowed more people to become involved with the students. 
Another teacher on this same team described herself as letting her students know she really 
cared. She felt she had to meet social and emotional needs before ever trying to meet the 
academic needs. Another teacher said the best way to overcome obstacles was keep the 
students as the main priority. 
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Student teachers described themselves individually meeting student needs in many 
ways. Common descriptors included giving up planning and personal time, differentiating 
instruction, and being flexible. One student teacher realized she had to meet certain local 
and state requirements, but bad learned to make learning interesting and meaningful to the 
students' lives. Another student teacher stressed that she tried to make herself available 
before and after school and to let the students know they could come talk to her at any time. 
She said basically she cared about the students and wanted them to feel comfortable around 
her without feeling too comfortable, or overstepping boundaries in class. 
One student teacher said he conducted help sessions two times per week, gave 
untimed tests, read tests to students, and prepared different versions of tests as ways to 
overcome obstacles. One student teacher said that she felt good when students succeeded, 
so she tried "anything I can" to help students become more successful. 
Another student teacher talked about the need for parental contact and involvement 
She worked on encouraging parental support by sending newsletters to keep parent 
informed. She called home if a student was out more than one day to let the student know 
she cared, and she described working hard to help students complete missed work. An 
example she shared was about a student, Larry, who always hummed in class and rarely 
completed assignments. After she helped him with assignments, read assignments orally to 
him, and basically made him feel worthwhile as a person, she said she saw a, '"360 degree 
tum" (sic) in his behavior and work. He no longer threw away his work. He attempted 
assignments and worked hard to please her. As a result, his grades and self esteem 
appeared to improve. 
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One student teacher tried to find the difficulty, and then fix the problem. She did 
this through discussions in leam meetings, contacts with parents, and referrals lo lhe 
guidance department She also allowed socializing in class through working with partners 
and groups. She described her teaching as not always lecturing, but as trying to let 
students teach themselves and others. She offered an example of Writer's Workshop 
where students engaged in peer coaching and conferencing. Another student teacher said, 
"I try hard to find out what's going on in their lives, open up myself, get to know them, 
and maintain a sense of humor" (Cindy). One student teacher felt she was still trying 
techniques she saw cooperating teachers use that worked. She felt that she needed to stay 
on her toes and longed for •eyes in back of her head" (Alison). 
Genera] Teachin~ FJTICAAY 
Uke personal teaching efficacy, general teaching efficacy was measured from a 
subscale of the Woolfolk and Hoy Teachers Efficacy Scale. Results are presented in table 
3 and table 4. The tables are followed by qualitative examples. A score of 1 indicated the 
highest level of general teaching efficacy and a score of 5 indicated the lowest level of 
general teaching efficacy. Pre-test efficacy GTE scores ranged from 1.83 to 2.60 and post-
test efficacy GTE scores ranged from 1.60 to 2.43. This indicated that teachers and student 
teachers perceived a high level of general teaching efficacy, or the belief that overall 
teachers could positively affect students. 
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Table3 
Genernl Teaching Fifirncy Scores iGTE> 
Pre-test FJTicacy Scores Post-test Efficacy Scores 
School Rank N Mean so Mean SD Difference 
North T 6 2.33 0.82 2.0 0.89 +0.33 
North ST 6 1.83 0.98 1.6 0.89 +0.23 
South T 10 2.60 1.35 2.0 1.25 +0.60 
South ST 8 1.88 0.99 2.43 1.13 +0.75 
~ T = Teacher; ST = Student teacher. 
Item Apalysis with Oualjtative Illustrations for Geperal Teaching Efficacy 
Two student teachers scores reflected changes of more than one. Tim's scores 
increased from 3 to 1 in GTE and Jill's scores decreased from 1 to 4 in GTE. Tim 
commented that he had learned to work oollaboratively with another student teacher and his 
supervising teacher. His comments indicated he found these teachers effectively meeting 
student needs. Jill's scores went from 1 to 4. Jill was working with a cooperating teacher 
she perceived as effectively meeting student needs. However, she commented that she felt 
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Table4 
pre-Post Genem1 Teachina Effigcy Scores !GTEl 
Teachers Student Teachers 
Name Pre Post Difference Name Pre Post Difference 
North 
Donna 3 3 0 Susan 2 1 +1 
Patty 3 2 +1 Jack 3 2 +1 
Robin 2 1 +1 Eric 1 2 -1 
Kate 3 3 0 Melanie 1 1 0 
Barbanl 1 1 0 Tun 3 1 +2 
Brenda 2 2 0 Amber 1 2 -1 
Range 1-3 1-3 Range 1-3 1-2 
Mean Score 2.33 2.00 Mean Score 1.83 1.50 
South 
Bob 3 2 +1 Alison 1 3 -2 
Denise 2 1 +1 Hilary 2 2 0 
Joann 3 4 -1 Ann 3 4 -1 
William 3 1 +2 Elizabeth 1 1 0 
Glenda 1 1 0 Cathy 3 2 +1 
Kelly 4 3 +1 Jill 1 4 -3 
Molly 1 1 0 Shelly 3 2 +1 
Jennifer 1 1 0 Cindy 1 1 0 
linda 3 2 +1 Range 1-3 1-4 
Joe 5 4 +1 Mean Score 1.88 2.40 
Range 1-5 1-4 
Mean Score 2.60 2.00 
45 
frustrated by teachers on their team who did not work closely with students. She had 
observed team members who used wor'.sheets to keep students busy and quiet. She also 
commented that she felt one or two teammates were not contributing much to the team. Her 
frustration with these teachers is indicative in the decrease in GTE scores, reflecting her 
overall perception that some teachers were not pa;itively impacting students. 
Finally, regarding their views of personal empowerment, or "I can make a 
difference/ I cannot do it all," teachers and student teachers made several comments. Tim 
said that he used mass media, followed the course of study, shared ideas with others, and 
used assertive discipline versus behavior modification. Barbara felt that she provided 
emotional support and used assertive discipline. Jill asserted that she overcame obstacles 
through networking, and handled management through talking to students one-on-one and 
using cooperative grouping. Kelly felt she was successful through her own efforts and the 
support from teacher friends. 
With few exceptions, student teachers' comments were similar to those of their 
on-site teacher educators. The only student teacher who showed a drop in efficacy was 
Jill, who worked with Kelly. Kelly often perceived that only one of her team members 
worked hard and cared about the students. Jill appeared to emulate some of Kelly's 
feelings. On one occasion, Jill commented that the other teachers did not care about the 
students' emotional and social well being. She also commented, like Kelly, that doing 
what she perceived as more than her fair share was frustrating and unfair. Both Jill and 
Kelly felt that the teachers in general were not affecting students' lives as positively as they 
could if they cared more and tried to meet students' needs. 
Teachers' GTE perceptions were evident in the ways they described teachers in 
general overcoming obstacles to meet student needs. Teachers felt they overcame obstacles 
to meeting student needs in a variety of ways. They listed differentiating instruction, . 
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grouping strategies, one-on-one instruction. after school tutoring. and individualized 
student plans. South teachers described schooiwide commitments such as an after school 
tutorial held every Tuesday and Thursday, planners to keep assignments and notes, 
fostering home. school, and community relations, providing financial support when 
necessary, and implementing a new program called HUB (Helping Understand the Basics) 
to help at-risk students. They asserted this made students more successful and made the 
learning environment more inviting, comforting. and safe. 
One teacher felt that overall North teachers were very committed to overcoming 
obstacles and meeting student needs. She stated that sixth grade teachers shared a close 
bond, worked to raise test scores, worked after school, and offered tutoring sessions to 
their students. She did articulate that weaker teachers did not always meet student needs. 
One South teacher. Joe, felt that too many teachers did not try to overcome obstacles. He 
said so many teachers quit and did not try to meet student needs. He felt teaching was just 
a job to some teachers. who gave worksheets and put grades in the computer to please the 
principal, but did not try to reach the whole child. Although Joe's perception was less 
positive, overall South teachers perceived themselves as trying to meet student needs. 
The student teachers felt they overcame obstacles by making individual 
assignments, by grading based on student ability. by meeting needs through small groups. 
and by allowing students to have flexibility. One student teacher talked about one-on-one 
time and after school tutoring as ways to meet student needs. Another felt that the obstacles 
were eliminated by teams of teachers who worked together collaboratively. She gave an 
example of being an intern on a team where teachers worked individually, not as a team, 
and had inconsistent expectations from students. Student behavior was troublesome and 
required much support from administration and teacher monitoring. She compared this 
with a team whose rules and expectations were consistent and student behavior was well 
managed. She also noted the few referrals to the office and the less rigid teacher 
monitoring. 
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Another student teacher saw teacher pacing as imponant in meeting student needs. 
She felt teachers needed to teach at a medium pace, not above or below most students' 
academic needs, and she felt that teachers should follow curriculum guidelines. One 
student teacher saw academic needs being met, but had not seen much time directed 
towards meeting social and emotional needs. Another student teacher found that 
networking by going to other teachers and asking how they handled a situation, or going to 
administration and asking how to handle a situation, was helpful to her in meeting student 
needs. She felt it was important not to take all the responsibility on herself. One student 
teacher said she had learned to work with system and not openly buck the system. "I'm 
learning, patience and perseverance, to take the loving hand" (Alison). 
Principal Smith commented that thinking about how teachers overcame obstacles 
was interesting to her. She felt it ran the gamut at North. She saw some teachers as 
extremely successful with most of their children. However, she commented she did not 
think she had any teachers who would not say they had two to five children with whom 
they did not feel they had made much progress. She noted that teachers who were being 
successful were in contact with their students and parents. They did not give up because 
there was no phone at home or no response from a parent They tended to do more 
positive communication, which Principal Smith felt resulted in less negative behavior from 
the students. Conversely, Principal Smith felt she had a few teachers whose attitude was, 
"I shouldn't have to do this." They expected students to listen and do what they said. She 
said she agreed that would make teaching ideal, but felt that expectation was not reality 
based. She felt students were less compliant because they did not have expectations at 
home. Since teachers were aware of this, she said they either "kicked back and drew their 
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check." or they cared, which meant staying on top of things everyday. She positively 
commented that she saw her staff at an above average poinL but not an excellent point, &id 
felt that one of her responsibilities was to try to help the staff do their job in an excellent 
manner. 
Principal Miller responded to this question by saying that a large percentage of 
South teachers liked the students they taught, which enabled them to meet student needs 
effectively. He also commented that most teachers knew how to interact with the students 
without arguing to make them behave. He noted that many of the teachers gave much of 
their own time rather than just teaching math, science, social studies, or language arts. He 
said, "It's an attitude the atmosphere of the school allows them to have." 
Personal and General Teaching Fificacy Conclusion 
Overall, teachers and student teachers perceived themselves as having a fairly high 
sense of general and personal teaching efficacy. Scores on the Hoy and Woolfolk Teacher 
Effica£Y Scale supported these perceptions. This indicated that overall the teachers and 
student teachers perceived they individually and collectively could meet students' needs and 
have a positive impact on students. A few exceptions to the positive perceptions were 
uncovered, but appeared to be less prevalent than the overall sense of positive personal and 
general teaching efficacy. Some fluctuations in efficacy perceptions exists; however, 
teachers and student teachers at both schools indicated fairly high levels of personal and 
general teaching efficacy. Generally, teachers and student teachers tended to have two 
frames of reference for efficacy. Teachers and student teachers tended to feel that they 
were meeting the needs of their students. For student teachers, this was putting theory into 
practice. Secondly, they saw themselves as supporting each other. Teachers and student 
teachers who articulated the highest sense of efficacy tended to see students as agents, to 
see school as an influence, and to see themselves as being able to make a difference. 
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Teachers and student teachers whose efficacy was slightly !ower, occasionally saw 
students as victims. saw society as partially responsible, and saw themselves as unable to 
"do it all," although they were often willing to try to do as much as they felt was possible. 
Although perceptions varied, the teachers who had higher efficacies were student 
advocates. 
Related to efficacy in the sense of "who we are," teachers and student teachers at 
both schools saw themselves as "people who take care of our students." Specifically, at 
South, teachers and student teachers perceived themselves as doing "whatever it takes" to 
meet the needs of the young adolescent At North, teachers and student teachers perceived 
themselves as "we are the ones who care." These perceptions are reflected in the following 
illustrations of the teachers' and student teachers' voices. 
When reflecting upon student needs, one South teacher said: 
Where do I start? They need help in responsibility of self acceptance. Many parents 
do not have time. Our students want to talk. They are not being made to take 
responsibility. They need lifetime problem solving skills. Behavior would be 
better and grades would be better. (Molly) 
One North teacher who described herself as a very caring teacher echoed Molly's comment 
that middle school students needed to talk to a caring adult, and to have a place to share 
their thoughts. She said, "A lot of my children just want to talk, not about school, about 
life" (Brenda). One South teacher believed that the students' needs had nothing to do with 
curriculum and were based on having people to support them in a loving environment 
She commented that, "So many kids are fractured, have seen everything in the world in the 
morning before school. What difference do prepositions make in their lives?" (Kelly). She 
continued her conversation by saying that students needed levelness and a strong base. 
Similarly, another teacher who believed students needed a support system said, "They need 
to have a cohesive group of teachers around, who are organized, and who work closely 
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together to see many aspects of students' lives, not just academic areas or small segments" 
(William, South teacher). 
Some student teachers discussed tumultuous home life and lack of parenting as 
contributory to the students' needs. However, they did not feel this was an insurmountable 
problem. They articulated ways of making a difference at school. One South student 
teacher said that students needed fundamental caring and attention. She foil owed this by 
saying, "Sometimes I think you need to do those things before you can even teach" (Jill). 
Another South student teacher felt committed to building self esteem in her students: 
Subject areas are not particularly important They need structure and loving, open 
arms. They need to hear that we're not here to judge you. You're always welcome 
here. We're here to help you. We give too many grades. They feel they are a 
success if they pass and a bum if they fail. Eighth grade is not the end of the 
world Too often they believe it is. (Alison) 
Related to meeting societal and homelife needs, one teacher felt that knowing right 
from wrong and having values was a critical need. "In my class I teach boys and girls right 
from wrong, what's fair, things they don't get at home, things that cause them conflicts 
and get them in trouble" (Joann, South teacher). This teacher indicated that teaching for her 
was as much helping students learn life skills as it was teaching information they needed. 
One teacher attributed student needs to societal changes. She echoed the African proverb 
that "it takes a village to raise a child" and felt it was harder to teach today because some 
parents were not taking an active role in raising their children. Although she saw society at 
fault, she felt she could make a difference. She commented that the "whole village" may 
not be raising the child, but she was committed to teaching her students about "life" and 
how to succeed despite their home environments. One teacher felt the key to meeting 
middle school students' needs was to be flexible. Another teacher echoed this need for 
flexibility by saying: 
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Everybody has his or her own way. Some are very analytical and left brained. 
They have kids outline, fill out planners, keep notebooks, do homework, and meet 
all the academic needs. Kids have to know you really care. You are there to make 
them successful. Years ago Principal Miller, our principal, said you can chuck the 
curriculum and create an environment physically and emotionally safe for kids. I 
think that's true. I feel successful some times, and at other times not You can get 
discouraged. I work hard and 13 months later, I hear of a child who has dropped 
out Sometimes I think •What was I doing?• (Kelly, South teacher) 
The sixth grade teachers at North individually stressed the close bond between 
teachers on their grade level. They felt they each individually worked to raise test scores, 
tutored after school, and strove to be a strong support system for the students. One sixth 
grade teacher said she individualized instruction, had versatile teaching strategies and 
methods, and was a caring, feeling, knowing person. She stressed that her eyes had to be 
open and scanning constantly to meet students' needs, whether they were social, 
emotional, physical, or academic needs. Only one teacher felt that North did not do well in 
the area of monitoring progress and adjusting the instructional program. In her words, 
"We do poorly here with so many AD (attention deficit), ADHD (attention deficit-
hyperactivity disorder), and LD (learning disabled) students. Many teachers do not pay 
attention to this unless a parent opens their eyes to this" (Barbara). She found this to be 
frustrating for students and teachers. 
In talking about personally meeting students' needs, a South teacher said: 
I teach self responsibility and have a student directed classroom. Other children 
help each other get on task and let me know when something is not right They 
help each other study, call each other when they are absent, get work together, 
tutor, share study guides, and come up with ideas for the class. I am flexible with 
this. Children file papers and hand them out without prompting. I get permission 
to walk around and observe. It is their class. I follow the IEP (individualized 
education plans) and add to it You cannot tell who the LD (learning disabled) 
students are in my room. I expect everyone to make 100. No one is seen as less 
able. I learned a lot of this as a Girl Scout leader. (Molly) 
Other teachers shared their perceptions of relating to their students. One teacher said 
It's a struggle for those who try: I continue to tell myself I don't save them all. I 
try to serve middle and not forget those on wings one way or the other. 1 
encourage th~ to come back in the fold. (Joe, South teacher) 
Another teacher responded by saying: 
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Kids just listen for me. They know I care about them. When I tell you to do 
something, do it I don't mess around. I'm 99.9% easy and gentle. The other is 
mean as a snake. I don't yell. I get really quiet when I'm mad, and I won't punish 
a whole class for one or two students doing something wrong. (Kelly, South 
teacher) 
One of the techniques a teacher identified as most effective in meeting the needs of 
the middle school adolescent was taking a child aside and having a private chat She began 
having private chats with students after careful reflection: 
Several years ago it dawned on me, I wouldn't want my administrator to speak to 
me in the middle of a faculty meeting the way we, as teachers, often speak to 
children in the middle of a classroom. Hopefully, I treat my children with respect 
I demand that respect I know you have to earn it I hope I do earn it I try to be 
fair. I don't fall over and play dead. The best thing I can do is show respect for 
students. (Denise, South teacher) 
The last teacher interviewed described himself as being a lot different from other teachers: 
I don't allow physical contact or disrespect I don't expect them to be very still and 
face the front I bit them fast with information they need during the first five to ten 
minutes of class. Sometimes I get carried away and they laugh. Then I move to an 
activity. They do a lot of talking and not always about science. When I work, I 
talk about a lot of different things including work. They should too. If there is a 
problem, I try to reason with them in the hall. Seldom, maybe one or two times per 
year, I refer someone to the office. I do call parents some. (Bob, South teacher) 
Student teachers perceived self assurance, going through an identity crisis, 
self-confidence, self esteem, and a balance between self esteem and boundaries as critical 
needs of young adolescents. One South student teacher identified the biggest obstacles she 
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faced as too many time demands and trying to meet many student needs that were not met at 
home: basic love, care, security ... 
Those who stand out get the most attention, and the quiet, well-behaved ones are 
like wallflowers. The students who earn grades in the 8-C range do not get 
attention as much as the ones who earn A's and the ones who earn D's and Fs. 
(FJizabeth) 
Although she recognized obstacles and needs, she expressed concern that she could not 
meet all student needs successfully. She did not blame society and continued by saying 
that she wanted to interact more with all students, not just the ones who stood out Another 
student felt that teachers should make students the top priority: 
They (teachers) don't really take the time. They could do little things like keep 
Band-Aids, feminine protection. We've had a lot of that this year, and the girls 
have to go home. Something like this seems so simple to me. If they met the 
students' needs, it wouldn't cut out so much learning time when kids leave the class 
or go home. (Ann, South student teacher) 
Another South student teacher identified student behavior as an obstacle to meeting needs. 
"It's difficult and frustrating for me when you know that they simply need attention, but 
they're doing it in a really negative way" (Jill). However, she commented that she was 
looking for ways to meet needs effectively and decrease negative behaviors. One South 
student teacher saw discipline problems as a result of no time for socializing. With only 20 
minutes for lunch and no break during the day, students had little time to socialize with 
friends. She felt middle schools needed to allow students "down" time, or "time to be real 
people." 
One student teacher talked about standing her ground without offending students: 
I don't give up, but I'm not going to argue. Pick your battles. Decide which one 
you're going to have a coronary over, and go after that one. You truly have to 
focus on what's important and what's important to get through to the kids. (Cathy, 
South) 
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Another student teacher described looking at the needs of the class, planning ahead of time, 
and addressing special situations such as learning preferences as ways of overcoming 
obstacles and meeting needs. He was exasperated at not being able to meet all the 
individual needs. "I'm finding it's all I can handle to meet the majority of needs at this 
point" (Eric, North). 
Some teache~ saw society as partially responsible for the problems they perceived. 
One South teacher felt an obstacle related to parental lack of support had to do with students 
being allowed to watch too much television, particularly programs with sex, guns, drugs, 
or a combination of these. A seventh grade North teacher felt that societal issues and a 
decrease in family time were responsible for many of the obstacles teachers faced and 
prevented teachers from overcoming many obstacles. In her words, "Overall, teachers are 
extremely frustrated. Some are throwing up hands and quitting" (Robin). She added to 
this by saying: 
Many young people leave teaching after one or two years. They want to teach and 
are enthusiastic, but don't get responses. Kids don't care. Teachers get 
discouraged. This bothers me. We're losing a lot of good, capable people. If they 
could stick with it long enough, but they are not It's not worth to them what 
they're having to put out and not feeling any reward for it Adults also need to feel 
appreciated. 
Although this teacher did not feel that teachers could easily overcome these 
obstacles, she felt she tried to combat what she saw as negative societal influences. One 
student teacher felt similarly frustrated. She commented that she did not have time to 
socialize after school: 
I am here from 7:30 - 5:00, everyday. Then I go home and grade papers and make 
lesson plans until 12:00 midnight I thought I could have a part-time job, but there 
is no way. This is a busy job. (Hilary) 
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A South teacher described teaching as somewhat draining. She said every afternoon she 
worked hard, and feit things wouid be easier if every person did his or her share. She was 
a little frustrated at being on a team where she perceived that two people did most of the 
work and the other three did less work. This teacher commented: 
I have streamlined my life. It is hard not to be on every committee. I do not bring 
borne six to seven hours of work. In language arts and reading, there are reams to 
read. I am doing more peer correction. The kids do more writing that way. I truly 
don't have time. Teachers take personal days with deductions in pay to stay borne 
and grade papers. There's something wrong. You are better off to do some peer 
correction. I stay late, and I leave with things done, at least what bas to be done. 
(Kelly) 
Although perceptions varied somewhat, the overall perceptions were that "we" are 
teachers who take care of our students. The perceived high general and personal teaching 
efficacies were reflected in the teachers and student teachers voices. 
The similarity in cooperating teachers' and student teachers' perceptions may be due 
to the fact that the teachers and student teachers talked on a daily basis, and the OSfE's 
provided feedback on a daily basis as they obseiVed the student teachers. The student 
teachers had been in these schools since August as interns, before becoming student 
teachers in January. 
Analysis of Oimate 
Climate was measured using the Cheal (1990) Mjddle L&vel Climate Indicator and 
through structured inteiView questions and the researcher's obseiVations. The subscales of 
this instrument measured seven dimensions of middle school climate: expectancy and 
motivation, pupil control behavior, tangible environment, teachers social needs, teacher 
frustration, administrative support, and administrative control. Five dimensions of climate 
showed statistical significance at the 0.05 level: tangible environment, pupil control 
behavior, teacher social needs, administrative support, and administrative control. The 
dimensions of expectancy and motivation and teacher frustration did not indicate statistical 
significance. Statistical tables for each dimension are followed by a narrative description 
retlecting teacher and student teacher perceptions. 
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Cooperating teachers perceived a more positive tangible environment than did 
student teachers. South teachers and student teachers and North teachers perceived more 
administrative support than did North student teachers. South teachers and student teachers 
perceived more collegiality than did North teachers and student teachers. Finally, North 
teachers perceived more administrative control than did any other group. 
Perceptions of Climate 
The following data are based on structured interviews, the researcher's 
observations, notes, and results from the Cheal (1990) Mjddle l.&vel Climate Indicator. 
Results are based on evidence of statistical significance and teachers and student teacher 
comments. Two dimensions, expectancy and motivation, failed to show statistical 
significance. The dimensions of tangible environment and administrative support showed 
statistical significance for rank (teacher or student teacher). The other three dimensions of 
climate pupil control behavior, teacher social needs, and administrative control, showed 
statistical significance for school. Tables and narrative explanations for each dimension of 
climate are presented in the following. 
Shared Perceptions of Climate 
Data indicated no differences in teachers and student teachers perceptions of climate 
regarding the dimensions of expectancy and motivation and teacher frustration at either 
school, North or South. The following tables present these data. 
Table 5 
Ex,per1ancy and Motivation 
School 
North 
North 
South 
South 
RanJc N 
T 6 
ST 
T 
ST 
6 
10 
8 
Mean 
2.67 
2.67 
2.00 
1.88 
~ T =Teacher; ST =Student Teacher. 
sp 
0.52 
1.63 
0.94 
0.83 
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Teachers and student teachers perceptions reflected their belief that their hard work 
and dedication would result in positive student outcomes. A score of one indicated the 
highest level of expectancy and motivation, and a score of five indicated the lowest level of 
expectancy and motivation. According to Cheal, tha;e with a high level of expectancy and 
motivation were concerned with the emotional and social level of development in the middle 
school student Those with lower levels did not perceive that hard work and dedication 
would result in positive student growth or professional gratification. The scores ranged 
from 1.78 to 2.66 for teachers and student teachers, and indicated a fairly high level of 
expectancy and motivation, although these were not statistically different 
North and South teachers and student teachers perceived themselves as having 
various strategies to monitor progress and adjust the instructional program. They saw 
themselves as flexible and willing to met student needs. This was supported by the 
principal at North who commented that most teachers on staff used a variety of strategies to 
adjust and monitor progress. and used planning time to complete non-instructional duties. 
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The principal at South felt his teachers generally liked the students. and he encouraged his 
faculty tD make any n~ modifications to help students. He did note th<Ai teachers 
were often tired by time constraints and non-instructional duties. 
Teachers gave examples of how they monitored progress and adjusted the 
instructional program to help students. The comments tended to reflect perceptions that 
their hard work and dedication resulted in positive student outcomes. The examples 
included record keeping. grading. monitoring individual, group. and class progress. and 
being attuned to the students. They emphasized adjusting for heterogeneous grouping. and 
using cooperative grouping to try to level the playing field for all students. Other practices 
they used included pre-post tests, check-ups. homework, and after school tutoring. One 
teacher stressed the importance of not allowing students to get too far behind, and solving 
problems as they occurred instead of letting them pile up and become insurmountable. One 
teacher said he accepted the fact that he had to give grades, but said an A was not the same 
for all students because he had flexible expectations. For example, one child could write 
one paragraph and get an A and another would need to write five paragraphs to get an A. 
He accepted both. "My expectations are not standardized; students are not standardized" 
(William). 
One teacher talked about following the IEPs (Individualized Education Plans) and 
accommodations that were set up for children with exceptionalities. She said she was 
perplexed when she learned some people did not follow the IEPs because she felt it made 
life easier for students and teachers. Another teacher talked to the Exceptional Children 
teachers to learn ways to make exceptional children successful. For example, she gave a 
copy of each social studies unit to the exceptional children's teacher before teaching it She 
got their input regarding necessary modifications for identified children. To keep students 
from falling through the crncks, she participated in the Tuesdayffhursday after school 
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tutoring program which she felt resulted in a lower failure rate for students at South. Other 
methods teachers shared included much communication and discussions of particular 
students in team meetings, focusing on students with problems, making phone calls home, 
speaking with students in team meetings, and using principals. guidance counselors, and 
parents to help find ways to monitor progress and adjust the instructional program. One 
teacher said she "snagged kids who didn't understand and helped them figure it out" as a 
way of helping students (Kelly). One teacher pulled students one-on-one, tested and 
retested, used essays, lab reports, and rewrites to help students. He saw the key to 
adjusting the program and meeting various needs as meeting each individual's needs. 
One student teacher described having a general unit plan and modifying it daily to 
meet students' needs. Another student teacher felt that teacher organization and the 
structure in the classroom served as a means of monitoring progress. Another described 
the use of paper-pencil testing, a grading scale, and allowing student leeway in 
assignments as a way to monitor progress and adjust the instructional program. He did 
express concern over not having seen much diversity in type of instructional methods used 
at North. Student teachers described paired activities, group work. outside work, rubrics, 
and modified assignments as common in their classes. 
A South student teacher saw her team collaborating during team planning to find out 
what was going on with their students teamwide. Another student teacher found the 
exceptional children's teachers to be very helpful, particularly with the IEPs, modification 
of class assignments, and problem solving. Another student teacher looked at academics 
and social behavior in order to monitor progress and adjust the instructional program. She 
looked at behavior in cafeteria, class, media center, etc., to help her see the whole child and 
better monitor his or her progress. One student teacher stressed that progress was based on 
the individual. For some students making 100 on a test was progress. For others, 60 was 
progress. She recognized that some students did not test well, so she utilized alternative 
ways of assessment, such as oral quizzes, projects, artwork. and group work. Overall, 
student teachers felt modification were made to help student become more academically 
successful. 
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Both administrators felt their teachers did a good job of monitoring progress and 
meeting student needs. Principal Smith commented that some teachers used a variety of 
strategies such as performance, planners, projects, reading, extra credit activities, and 
documentation from a variety of sources to monitor progress and adjust the instructional 
program. She saw that as the ideal. She saw other teachers who had almost no grades 
recorded, and the final grade became very subjective. In the middle were the teachers who 
used a variety of methods, but were not always in touch with the students' needs. She felt 
monitoring progress and adjusting the instructional program ran the gamut and felt that 
teachers' ability to do this successfully was correlated very closely with the overall health 
of the teacher. Teachers who were cognizant of the myriad of student learning needs were 
better able to monitor progress and adjust their instruction than were teachers who felt 
students should conform to their particular style of teaching. 
Principal Miller felt the biggest contributor to teachers monitoring progress and 
adjusting the instructional program was the flexibility South teachers had. He said he had 
given the teachers the freedom to make any assignment modifications they needed to meet 
the needs of individual students. He was quite clear that all students did not have do the 
same assignments. He felt that students saw modifications as the norm at South, and did 
not feel other students were getting special treatment For example, some students worked 
five math problems while others worked 25 problems. He felt this flexibility allowed 
teachers to focus on students who were not achieving academically and try to find ways to 
overcome their academic problems. He felt that South had many programs in place, such 
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as HUB. after school tutorials. test-retest. team and individual planning. and administrative 
support to help monilor students' progress and adjust the instructional program. 
Table6 
Ieacber Frustration 
School 
North 
North 
South 
South 
Rank N 
T 6 
ST 6 
T 
ST 
10 
8 
Mean 
2.83 
3.17 
2.90 
3.38 
~ T =Teacher; Sf = Student Teacher. 
so 
1.17 
0.75 
0.88 
1.19 
Teachers and student teachers at North and South perceived a low to moderate level 
of frustration. indicating that non-instructional duties were manageable. but sometimes 
interfered with instruction. A score of one indicated the lowest level of teacher frustration. 
and a score of five indicated a high level of perceived teacher frustration. According to 
Cheal. teachers with low levels of perceptions of teacher frustration felt that auxiliary 
responsibilities did not distract them from teaching. Teachers whose scores were high 
indicated perceptions of teacher social frustration. indicating that auxiliary duties interfered 
with teaching. Scores ranged from 2.80 to 3.30 and indicated a low to moderate level of 
teacher frustration. This indicated that the teachers and student teachers perceived some 
frustration due to non-instructional duties because these duties were time consuming; 
however, they perceived that these duties to be were a part of their job and saw them as 
manageable. 
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Teachers shared several responses to the question of how non-instructional duties 
and responsibilities affected them. Some teachers said these duties were time consuming, 
but usually necessary. One teacher commented that ma;t teachers take them in stride, but 
she noted that more outside responsibilities meant less time to work with individual 
students. Other teachers indicated that the effect depended on how much responsibility one 
assumed. For example, some teachers felt that some people did all the committee work, 
while others did none. One teacher stated that paperwork could be made more efficient 
One teacher did say that non-instructional duties and responsibilities were overwhelming. 
She felt that she should be able to balance all she needed to do; and added that with a large 
staff, if everyone pulled equal weight, a few would not have to do so much. Two teachers 
felt that too many demands upon teachers resulted in lower morale. 
Other teachers noted that principals tried to avoid meetings when a memo would 
work. One teacher noted that this year she had chosen not to serve on more than one 
committee. She felt herself becoming burned out and needed a year with less stress. Many 
teachers noted that they felt stressed, particularly at the beginning of the year. They also 
felt that non-teaching duties, committee meetings and paperwork were a part of the job. 
One teacher noted that having a student teacher helped with the stress she felt Another 
teacher noted that schools always talk about trying to cut down on paperwork, but 
committee work took after school time many days. He felt that people resented that time to 
some extent, especially when they needed to do several things at the same time. Overall, he 
perceived teachers as flexible and understanding when dealing with non-instructional 
duties. Another teacher did not blame anyone, but felt that people who were not in the 
classroom failed to see the multiple roles teachers have: 
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I don't know if it is anyone's fault I do feel it should be a rule that college 
professors and principals ought to have to go back to lhe classroom for a year every 
so often to get a feel for what it is like. It is easy to sit in their offices and tell us 
what to do and not understand what we have to do. They need to get out and get in 
touch. If they had to walk in our shoes they would understand. They could think 
of ways to cut down on paperwork or eliminate some work. If our principal were 
in class, he'd refuse to do some of the things we have to do because he would find 
it's crazy. Some professors haven't even been in classrooms in years, and they tell 
us and interns what to do. Things have changed. (Joann) 
Another teacher described the non-instructional duties by saying that at times it is a 
burden. She said no one was to blame, but she felt the need to have family time. She tried 
to balance her job and personal life, but found it difficult since there are only so many 
hours in a day. Another teacher felt that these duties were part of the job, but stressed that 
young people needed to know that it was a big part of the job before they entered the 
profession. He felt it affected him. even though he could often see the purpose. Other 
times he could not see the purpose and wondered why he had to do some of the jobs. He 
felt the administration had as few meetings as possible, but with the leadership team 
meeting once per week, he had to set priorities carefully in order to complete all he had to 
do. One teacher said the positive points of non-instructional duties was that teachers got 
involved and saw more than just the four walls of their classrooms. 
Student teachers noted that non-instructional duties took a lot of preparation time. 
One teacher had observed that the teachers who had been teaching the longest could leave 
around 4:00 because he perceived they knew what they were doing. He, however. had to 
stay later and take work home to complete. Two student teachers commented that the 
amount of required non-instructional work made the idea of planning time seem useless. 
They gave examples of spending planning time making phone calls, running off papers, 
and filling out fonns. Another student teacher commented that paperwork in the class was 
not that much of a burden. except for what teachers put on themselves. Another student 
teacher described papetwork as a necessary evil. 
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One student felt that committees and meetings were too intrusive in teachers' lives. 
She also felt the amount of documentation, logs and flies for the office and for teachers' 
record keeping was too demanding. She said it interfered with planning. She did not like 
having to stay until 7:00 or 8:00 P.M to complete work. Her two planning periods were 
often taken by meetings and she had to stay after school to get work done. Another 
student teacher described teachers as frustrated. She often heard them complaining about 
too much to do and not enough time to do it all. 
One student teacher felt the amount of stress related to non-instructional duties was 
directly related to whether or not teachers felt what they were asked to do was useful and 
purposeful. One student teacher commented that, "Teaching is so time consuming. 
Without limiting yourself, you would do work all weekend" (Jill). One student teacher 
noted that her supervising teacher forgot much of the papetwork, particularly if he saw no 
value in iL She said that faculty meetings were few and not a problem, and that her team 
worked well together to reduce paperwork. 
Principal Smith commented that she kept hearing that non-instructional duties and 
paperwork were major issues for teachers. She was concerned since she felt that she 
personally tried to limit that She noted that teachers had two hours of planning time per 
day, and most of them taught one subject four times per day, and only had one lesson 
preparation. She did say, however, that too many good people were complaining for her to 
say they were just lazy or whining. She acknowledged the existence of more paperwork 
and documentation, and said she did require lesson plans, but felt that should have always 
been done. She noted that parental contacts and record keeping were time consuming. She 
felt that in the past these things were expected, but nobody really followed up. She 
expected teachers to keep up with paperwork and non-inslructional duties. 
When asked about the teachers and the effect of non-teaching duties, committee 
meetings, and paperwork, Principal Miller said "it wears them out" He felt that schools 
were required to have too many committees, and that teachers were being tired out by 
non-teaching duties. He commented that be tried to keep faculty meetings minimal, and 
tried to allow teachers time during planning and after school. He acknowledged that the 
profession required much dedication and teachers' personal time. 
Perceptions of ClimaJe That Differ AmonK Teachers and Student Teachers 
Data indicated statistical significance for rank (teacher or student teacher) for 
tangible environment and administrative support Results are shown followed by 
comments from teachers and student teachers. 
Table7 
IanKible Environment 
School 
North 
North 
South 
South 
RanJc N 
I 6 
SI 
I 
ST 
6 
10 
8 
Mean 
3.00 
2.17 
3.00 
2.13 
SD 
1.26 
1.17 
1.05 
0.99 
~ T =Teacher, SI = Student teacher. R-< .05. ~ = 0.048 for rank. 
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Teachers at both North and South indicated that they perceived they had adequate 
supplies and a positive physical environment Student teachers at both schools perceived 
they had fewer available supplies and perceived the overall physical environment to be less 
positive. A score of one indicated the lowest level of perceived tangible environment. and a 
score of five indicated the highest level of perceived tangible environment According to 
Cheal, teachers with low levels of perceptions of tangible environment felt the school was 
oppressive and stifling. Teachers who perceived high levels of tangible environment felt 
the school had adequate levels of instructional materials and a more positive school 
environment A score of 3 for North and South teachers indicated a mcxlerate level of 
tangible environment ANOV A for tangible environment indicated statistical significance at 
the 0.05 level for rank (R=0.0485). A score of 2.13 for South student teachers and 2.17 
for North student teachers indicated a fairly low level of tangible environment 
Teachers at North and South reported they had ample supplies for instructional 
purposes. Principals supported this perception by indicating that materials were available 
for teacher use. Principal Miller indicated that providing any needed teaching materials was 
one of his top priorities. Overall, student teachers perceived the schools to have to have 
less than sufficient supplies, and a less positive environment Some student teachers felt 
they could easily get materials. Others expressed difficulty in obtaining specific supplies. 
One student teacher commented that in the eighth grade, some students did not have books 
until after Thanksgiving. Another ran out of overhead transparencies, and said that she 
bought many supplies herself. She found social studies materials to be outdated and found 
the text to be lacking maps she felt were crucial to teaching social studies. 
With few exceptions, teachers agreed they had ample instructional materials for 
classroom use. Several teachers said they requested needed supplies from the 
administrative office, and quickly received their requests. Items not located in the school 
office were ordered from school catalogs in a timely fashion. For larger items, 
deparunentai money was avaiiabie. Each teacher interviewed mentioned Pf A grants they 
had received to purchase materials. Some teachers did comment that they always spent 
money out of pocket, especially for the little things they needed. Three science teachers 
commented that smaller items like baking soda, vinegar, cotton balls, etc., had to be 
purchased out of pocket, or donated by the students and parents. 
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One teacher at South said that because of their principal, "if you needed it you had 
it" South teachers felt their principal was good at raising money and augmenting the local 
funding for supplies. They also praised the fundraising efforts of the F'I' A who provided 
additional money for instructional materials. Other teachers felt fortunate to work at South 
and noted that the Pf A raised over $100,000 per year. One teacher commented that the 
principal had raised over $1.5 million in 11 years. Another teacher commented that 
Principal Miller would leave campus, buy supplies, and bring them back to teachers. A 
science teacher commented that he always had what he needed. He said he had never been 
to Principal Miller and asked for anything and had the principal tell him he could not have 
it He felt this was because the principal knew he would make use of it He acknowledged 
that equipment got broken, but only because students were using it so frequently. He 
taught science through active participation, and ample supplies were critical, so he was 
appreciative of having needed supplies. Only one South teacher felt upset by what she 
perceived as inadequate supplies. She perceived that she spent up to $1,000 per year 
buying science materials for experiments. She said the county bought new science modular 
lxx>lcs, but not the kits containing supplies. She was willing to furnish supplies, but noted 
that students who had teachers who would not buy supplies were at a disadvantage in 
learning science. 
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One student teacher felt that his teacher had a wealth of supplies and materials 
because she had been teaching for 19 yea.--s atid had aa-nassed a large collection of materials 
to use with students. Another student teacher commented that the seventh grade science 
teachers shared information and materials with each other. Another, who taught math, 
commented that she had many manipulatives and supplies for mathematics instruction. 
Others had supplies and attributed this to their supervising teachers, who opened their files 
and closets, and said they could use anything they needed. Student teachers did not 
indicate they had supplies themselves, and tended to show little ownership in this area. 
Both principals felt that teachers had adequate materials and supplies. Principal 
Smith felt teachers at her school and in this county could do a good job with what they had 
She noted that if they had more money they could do a better job. She felt the most 
effective people were going to find a way to be successful even if they did not have all the 
supplies they desired. Principal Miller acknowledged that financial planning took a great 
deal of time, and said he viewed the school as a family who served a larger community. 
He had found the community willing to raise money for the school. He felt it was his job 
to provide the mechanism to allow the community to give money to the school. He noted 
that years ago, as an assistant principal, he would sneak and get extra paper for teachers. 
He said he wanted teachers to be able to do their jobs. He did not want them to spend time 
worrying about where they would get materials. He felt worrying over supplies was a 
waste of time and detrimental to education. 
TableS 
Adminisrrative Support 
School 
North 
North 
South 
South 
Rank N 
T 6 
ST 
T 
ST 
6 
10 
8 
Mean 
1.67 
3.33 
1.40 
2.13 
sp 
0.82 
1.51 
0.70 
0.64 
~ T =Teacher; ST = Student teacher. p_ < .05. ll = 0.0411 for school and O.CXH87 
for rank. 
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Overall, North teachers and South teachers and student teachers perceived more 
administrative support than did North student teachers. A score of one indicated the 
highest level of administrative support. and a score of five indicated the lowest level of 
perceived administrative support. According to Cheal, teachers with low levels of 
perceptions of administrative support felt the administrator was not genuinely committed to 
overall staff morale. Teachers whose scores were high indicated perceptions of 
administrative support. indicating the administrator assisted the faculty in meeting 
instructional goals. and supported and encouraged professional efforts. A score of 1.67 
for North teachers, and 1.40 for South teachers indicated a high level of administrative 
support. ANOV A for administrative support indicated statistical significance at the 0.05 
level for school (R=0.04ll) and rank (R=0.0018). Overall, teachers felt more 
administrative support than did student teachers. A score of 3.33 for North student 
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teachers indicated a fairly low level of administrative support A score of2.13 for South 
swdent teachers indicated a fairly high level of adminisuative support 
North teachers said they were sometimes complimented as a group in faculty 
meetings. They also mentioned written memos, PTA awards, and weekly school 
newsletters. One teacher said she had received verbal praise for her class walking quietly 
in line in the hall. The teachers also discussed a crystal apple that was passed from one 
faculty member to another in appreciation of helpfulness. One teacher mentioned that the 
principal had come to grade level meetings. 
Some teachers commented that compliments and recognition were not given 
frequently at North. Another teacher commented that she did not have a general feel for 
being recognized. She felt saddened by this, and said, "That's education" (Patty). She did 
note that she was the most requested math teacher, which gave her a sense of recognition 
and appreciation. One teacher commented that she would like to see written compliments 
that could be placed in teachers' personnel files. 
South teachers shared many examples of being complimented and recognized. but 
commented they needed more. At this point in the interview many teachers shared that 
their principal was retiring at the end of this academic year. Many commented that they 
were afraid they would be less appreciated when the change in administration occurred. 
One teacher spoke of much in house camaraderie, lateral compliments, and recognition by 
the administration. Another said that one assistant principal gave notes and verbal praise 
and made teachers feel special. Praise from this assistant was valued highly. Another 
teacher talked about receiving peer recognition on an informal basis, sharing with other 
teachers, being Teacher of theY ear, receiving PTA recognition, and being a recipient of the 
PTA' a weekly desserts. One teacher noted that Principal Miller shared test scores at South 
and praised teachers. She also noted receiving compliments from parents and students. 
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One teacher noted that the administration was under pressure, too. She felt that 
when they met with her they had been complimentary. She felt that due to the large school 
size, the principal bad not been in her room once. She felt she got rewards from the 
parents' notes and her peers. Another teacher felt complimented because she had gotten to 
spend a week at the Holocaust Museum. The principal had thanked her by writing a letter 
to put in her personnel file. Another teacher commented that teachers complimented each 
other, particularly at the team level. He felt the faculty was complimented by the principal 
because the school had a lack of violence and a safe environment 
Another teacher noted that she felt good when they were told as a faculty that they 
were doing well. She also noted that the principal had recognized her as one of the top two 
staff members. This was based on recommendations from staff, parents, and students 
who felt she had a positive impact on their lives. She did note that she would love to hear 
the principal say the staff was doing a good job. She felt she was barely getting enough 
money to get by, so the recognition had to come from somewhere else. She noted that 
when the students hugged her she felt good about herself. She also needed to hear 
compliments from peers or administrators. Another teacher who had been identified as one 
of the top two staff noted that the principal and one assistant principal would walk in the 
halls and compliment students. 
South student teachers listed some various forms of recognition but noted that the 
limited amount they saw needed to be increased. One student teacher said she had not seen 
as many compliments for teachers as she had seen for students. Another student teacher 
commented that she had not seen any open recognition. She felt that some teachers were 
getting recognition because they were teaching the way "higher ups" said they should be 
teaching. She felt that teachers who did not teach in a structured way did not get as much 
recognition from the administration, but did get recognition from the students because the 
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students saw these teachers as more fun. Another student teacher commented that everyone 
was treated respectfully and could voice opinions. She noted lhal t.esl scores were shown 
in a faculty meeting, and that since the scores at South were higher than many other 
schools, the faculty was told they had done a good job. Some student teachers commented 
that they did not know how faculty were recognized or complimented. They commented 
they had seen the administrators infrequently, excepting one who came by to speak every 
morning. One noted a breakfast on a teacher workday and a steak dinner when teachers 
stayed late to give report cards to parents. Another commented that she had seen teachers 
compliment each other on a personal level. For example, her supervising teacher had 
covered in-school suspension for a teacher, who had written her a thank-you note. 
North student teachers mentioned the crystal apple being passed at faculty meetings 
as a way for teachers to appreciate and recognize each other. Others mentioned the 
administration providing breakfast on a workday as a way to show appreciation for 
teachers. One student teacher had heard many rumblings from teachers who felt 
unappreciated. North student teachers commented that they did not see Principal Smith 
much and felt she did not compliment teachers often. One student teacher felt the teachers 
were intimidated by the administrator and heard more negative comments than positive 
comments. 
Principal Smith said she prided herself on doing a "pretty good job" with 
recognizing and complimenting faculty, but noted it was never enough. She gave many 
examples of ways she complimented and recognized faculty. One of the things she did was 
pass a crystal apple at each faculty meeting, which represented a helpful act a teacher had 
performed. She sent every person a birthday card with a token gift She gave the staff a 
gift at the winter holidays. She ordered engraved candy dishes that said, "North teachers 
are the heart of education." These were given to the teachers during Teacher Appreciation 
73 
Week. She had a fonnal breakfast on the first day of school. She said she tried to try to do 
as many things as possible to show her appreciation for the teachers. 
Principal Miller laughed when asked how faculty was recognized and 
complimented. He replied, "Not enough!" He said he attempted to let them present their 
accomplishment to the rest of the world. He said teachers had conducted workshops, 
published articles, and the school had been written about several times. He allowed many 
visitors in order to show off the teachers' accomplishments. He had allowed many 
doctoral students to conduct research about various facets of the school. He felt good that 
outside educators were interested in South. He also commented that reports from SACS 
(the Southern Association of Colleges and Schools) had been positive. High test scores 
had brought much positive attention to the school. Principal Miller acknowledged that he 
did not do particularly well as an administrator in recognizing and complimenting faculty. 
He said it had to be a "big deal" for him to do something. He said he did appreciate his 
teachers and felt that although some might not know it, most were aware of his appreciation 
of them. 
l'erc~ptions of Climate That Differ Between Schools 
Three dimensions of climate - pupil control behavior, teacher social needs, and 
administrative control, showed statistical significance for the schools. Results are shown 
followed by comments from teachers and student teachers. 
Table9 
pypii Controi Bebavjor 
School 
North 
North 
South 
South 
Rank N 
T 6 
ST 6 
T 
ST 
10 
8 
Mean 
2.83 
2.83 
1.80 
2.13 
SD 
1.17 
0.75 
0.79 
0.83 
~ T =Teacher; ST =Student teacher. p_ < .05. ~ = 0.0136 for school. 
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North teachers and student teachers perceived they had to exert more control in 
order to elicit proper student behavior and academic direction than did South teachers and 
student teachers. A score of one indicated the lowest level of need to control pupils, and a 
score of five indicated a high level of perceived pupil control behavior. According to 
Cheal, teachers with low levels of perceptions of pupil control behavior felt they had strong 
relationships with their students. Teachers who perceived the need for high levels of pupil 
control behavior believed students did not have the ability to demonstrate academic and 
behavioral growth. A score of 2.83 for North teachers and student teachers indicated a 
moderate level of pupil control behavior. ANOV A for pupil control behavior indicated 
statistical significance at the 0.05level for school (R=0.0136). A score of 1.80 for South 
teachers and a score of 2.13 for South student teachers indicated a low level of pupil 
control behavior. 
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North teachers perceived themselves as having a need to control students. Student 
teacher perceptions substantiated these perceptions. Teachers and student teachers 
described themselves as running a tight ship and having a no nonsense approach to 
management Principal Smith perceived similar management techniques at North. She 
noted that the teachers she perceived as being effective took action immediately in dealing 
with behavior problems. South teachers and student teachers reported having a variety of 
classroom management techniques. In addition to talking about specific management 
strategies. they indicated a sense of acceptance of students' behaviors and taking a 
proactive. rather than reactive approach to management Principal Miller indicated that 
voice level and talking to students were the teachers' best method of classroom 
management The faculty at South perceived themselves as needing to exert little control. 
and being able to work collaboratively with students in the area of classroom management 
Teachers felt that although the management strategies varied from teacher to teacher, 
as a school North handled discipline well. The sixth grade teachers each talked about 
assertive discipline. modified to meet their needs, extensive record keeping (teamwide), 
clear expectations for students, rewards, and consistency. One teachers stressed the need 
for consistency by saying that she operated the same from day 1 to 180. One seventh grade 
teacher said that after 26 years in the classroom, she had developed effective management 
techniques and used her expression or a touch on the shoulder and discussed the situation 
with a student privately after class. She added that she did not waste class time by having 
confrontations with students. She was clear in her belief that students made choices and 
learned to take the consequences. One teacher simply felt she set the tone and students fell 
into line. Other teachers used more direct techniques including silent lunch, after school 
tutorials. phone calls to parents, in-school suspension, and referrals to the administrative 
office for problems that could not be solved in the class. One teacher felt handling 
classroom management within her room prevented problems outside the classroom. 
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North student teachers talked about classroom management techniques they had 
seen used by their cooperating teacher or other teachers on their teams. One student felt the 
stricter teachers did a better job with management than teachers who had flexible standards. 
He had learned that he did not need to be friends with the students because they quickly 
took advantage of him. He thought it sounded terrible, but he believed a fear factor was 
important in management He interpreted this fear as students being aware that 
misbehavior would result in being sent to the office, to time out, or to silent lunch. With 
consequences to their behaviors clearly defined, he determined that students were less 
likely to give him problems. 
One North student teacher reflected upon his cooperating teacher's use of a 
combination of management techniques. He saw her as having a no nonsense approach. 
She did not make many threats or have to punish frequently. She was a bottom line 
person, and the students knew the limits. He had seen some teachers send students to time 
out regularly, but this teacher has used it only two or three times during the year. Other 
techniques student teachers described included assigning silent lunch, using demerit 
systems, and having the team use consistent rules which kept students behavior consistent 
One student teacher described her supervisory teacher's class as a "tight ship" that was 
organized, concise, and consistent since September. Conversely, another student teacher 
described her supervisory teacher as laid back, but very clear with the students regarding 
acceptable and unacceptable behavior. One student teacher talked more about his 
management methods as opposed to those of the supervising teacher. He described himself 
as changing from using behavior modification to using assertive discipline. He felt 
assertive discipline was more effective with middle grades students than behavior 
modification. 
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South teachers felt confident in their abilities to handle classroom management, felt 
that school guidelines regarding student behavior were clearly defined, and believed team 
support was beneficial to classroom management One teacher described the general 
philosophy at South as being students are supposed to be there to learn. Teachers are 
expected to foster the learning process and have control in the class. She added that 
teachers were backed by the administration if they had a management issue which could not 
be solved at the classroom level. 
Another teacher, who identified herself as having good classroom management, 
described her techniques in a different way. She had very few problems in her class. The 
group monitored itself. She had no problems with student movement, group work, and 
constructive noise. She attributed this to several factors: an~! book where student 
"mistakes" were recorded, but students were not shamed, her sense of humor, not writing 
names on the board, and not using or allowing sarcastic comments. She had set up her 
class so the students knew she meant what she said, but rules were minimal. She believed 
part of her success lay in the fact that she did not give students the choice of listening. 
Students listened and cooperated because they had ownership in the class and wanted it to 
work successfully. 
Another teacher described a technique in which he involved the students at the 
beginning of class. He asserted that students who were involved in learning had fewer 
behavioral problems. His strategies for management included using daily planners; talking 
to students in the hall, not just when they had problems, but also on a less structured basis 
at class changes, or before and after school; keeping students after school for ttltoring; 
making telephone calls; and eating lunch with the students. Another teacher used modified 
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assertive discipline, praise, behavior modification, behavioral and academic contracts, in 
and oul of school suspension, parental conferences, referrals to the offices, and discipline 
forms. She also had discovered that giving seventh graders stickers with which they could 
earn a bonus party was an effective management technique. 
One teacher noted that some teachers used busywork and worksheets, kicked 
students out of class, and did not involve themselves with the students. He was concerned 
that these teachers were encowaging behavioral problems. He described himself as one 
who encouraged interactions without allowing students to take over. He had an in-class 
suspension, which kept the student in class and did not carry a stigma, but allowed a child 
to have space and time to regain composure. He also described using a look or a hand 
gesture to alert a child to inappropriate behavior. He avoided verbal confrontations because 
he believed no one wins, and the student felt more antagonistic toward the teacher. 
South student teachers tended to describe classroom management techniques used 
by their supervising teachers. One student teacher described her class as being very laid 
back. She saw management being handled so that when teachers respected the students the 
students respect the teachers. She felt this was established at the beginning of the year. 
One student teacher described her supervising teacher as having a plan for certain students 
with chronic behavioral issues. For other students, they used tone, voice, the students' last 
name, and hall talks. They avoided confrontations in the classroom. Another student 
teacher described her teacher as handling management well. "The students come in and 
know what to do. They do not talk back. The discipline is good, with few problems" 
(FJizabeth). Another described management as collaborative, with everybody helping each 
other. She called this "constructive chaos." 
Some of the student teachers at South did address their own management 
techniques. When describing herself, one student teacher said she used different 
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techniques with different students. "I am never ugly to them. I tell it like it is. I'm straight 
up and honest11 (Elizabeth). One student teacher described her management sLyle as being 
cooperative, not straight and narrow. She talked to the student, worked one-on-one, used 
cooperative grouping strategies, and allowed movement in the class. One student teacher 
did express self doubt because she perceived herself as having more discipline problems 
that her OSTE. 
Principal Smith noted that the teachers who were effective truly liked their jobs and 
liked their students. These teacher also took action immediately in dealing with behavior 
problems. Principal Smith explained that she was not implying these teachers were 
"mean." They just did not allow misbehavior to continue in their classrooms. She said she 
could not make those teachers who had management problems understand that complaining 
to and about the students was not taking action and was not effectively managing student 
behavior. She felt that she kept preaching, "You are the teacher. You are in charge. You 
do not have to get frustrated." She said that, for the most part, the really effective teachers 
did not have to yell and scream, because the first time something happened they took 
action. They called parents, referred the child, or took some form of action. She noted that 
successful teachers did not take action in front of other students. She felt that talking to a 
child who had problems in front of other students was never for the student, but was just 
expressing teacher frustration. Principal Smith said she worked with teachers to empower 
them to deal with management issues. 
Principal Miller felt teachers at South handled classroom management quite 
effectively. He commented that some teachers knew instinctively and from experience 
when a disruption was likely to occur. They would cut it off with their words or voice. 
He commented that the best discipline method a teacher has is the use and strength of the 
voice and knowing when and how to project the voice. He noted that teachers knew they 
80 
would get support from the administration. He commented that he would adjust students' 
schedules, split groups of students, have conferences, and make contracts. He made it 
clear to the students that they could not sit in class and bother others. Principal Miller felt 
teachers at South were collaboratively managing student behavior. 
TablelO 
Teacher Social Needs 
School 
North 
North 
South 
South 
Rank N 
T 6 
ST 
T 
ST 
6 
10 
8 
Mean 
3.83 
3.17 
2.40 
1.75 
SD 
1.17 
0.98 
1.35 
0.89 
~ T = Teacher; ST = Student teacher. p_ < .05. ll = 0.00024 for school. 
Overall, teachers and student teachers at South Middle perceived a high level of 
collegial interaction within and outside the school environment Teachers and student 
teachers at North perceived less collegiality among faculty. A score of one indicated a high 
level of perceptions of teacher social needs, and a score of five indicated a low level of 
perceived teacher social needs. According to Cheal, teachers with high levels of 
perceptions of teacher social needs felt that the staff did not continue its relationships 
outside the school setting and were not close friends. Teachers whose scores were low 
indicated perceptions of teacher social needs being met and indicated that the staff perceived 
colleagues to interact inside and outside the school setting. A score of 3.83 for North 
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teachers indicated that teacher social needs were not met ANOV A for teacher social needs 
indicated statistical significance at the 0.05 level for school (R=0.0024). A score of 3.17 
for North student teachers indicated that teacher social needs were not met A score of 2.40 
for South teachers and a score of 1.75 for South student teachers indicated that teacher 
social needs were being met 
With limited exceptions. teachers and student teachers at North felt a lack of true 
camaraderie. The principal's comments supported this perception. She expressed 
frustration at the lack of camaraderie at North. She noted that some teachers interacted with 
each other, while others demonstrated angst A student teacher had observed that some 
teachers on her team were close and interacted with other teachers; however, she had noted 
several teachers who "rolled their eyes at other teachers," and "gossiped frequently about 
other teachers" (Melanie). She perceived the situation to be competitive and filled with 
animosity. She did note that these teachers were able to interact at times without letting 
these feelings show. Generally, teachers and student teachers at South perceived a fairly 
high level of collegiality among faculty. This was indicated by their comments describing 
close bonds and ties among faculty. The principal's comments supported this perception. 
He noted that the faculty was very collegial. 
North teachers described teacher interactions and friendships based on observations 
and personal experiences. One teacher said she had friendships at work based on the fact 
that she had been teaching in the same school for several years. She said she had worked 
with teachers, learned to respect other teachers, and developed strong bonds with some 
colleagues. She felt that friendships were more difficult to form at this particular school 
because of what she perceived as a transient faculty. Other teachers felt that friendships 
were formed by having worked with teachers at a certain grade level for a long time. 
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Overall, North teachers felt they were not good friends, did not get along with one another 
well, and lacked closeness as a faculty. 
One South teacher commented that he saw more friendships at this school than any 
other place he bad worked. He did not participate outside school much because he did not 
live close by and he had a small child. Other teachers perceived themselves as having 
friends and socializing, but they were not sure other teachers felt the same. One teacher 
noted that she bad 6 to 8 really good friends, but felt that everybody was not friends. She 
perceived the newer people to be more resistant to being friends, and attributed this to their 
having had to transfer from other schools. Overall, South teachers saw much camaraderie. 
One teacher said he was involved in bridge, golf, and bowling with other teachers. 
Another teacher described the friendships she had fanned as a brotherhood and sisterhood. 
One teacher said she had many friends at South and had a strong support system. 
The North student teachers answered based on how they perceived teacher 
friendships and socialization, as well as on the friendships they had developed as student 
teachers. Two student teachers had not seen or heard anything to lead them to believe the 
teachers socialized outside school. One student teacher mentioned that the seventh grade 
teachers had a Christmas party at one of the teacher's house. Two others indicated that 
they believed a few teachers were friends outside school. One student teacher perceived 
teachers to have good working relationships inside school, but noted he had seen no 
school wide gatherings. Two sixth grade student teachers commented that sixth grade 
teachers went to restaurants on teacher workdays. Two student teachers offered examples 
of situations they felt indicated a lack of camaraderie among teachers. One student teacher 
noted that many teachers addressed each other as Mr. and Mrs. even after school and on 
workdays when no students are around. His commented was, "That's strange" (Eric). 
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Although they did not perceive collegiality among teachers. North student teachers 
all felt they had developed friendships in school and outside schooi with each other. Tney 
gave examples of having cookouts, having lunch. participating in activities between their 
university classes, and getting together for a beer at the end of day. One student teacher 
commented that he and another student teacher shared ideas for teaching. 
Student teachers at South described their own friendships. as well as their 
perceptions of teacher friendships at the school. One student teacher thought some teachers 
were friends. She also commented on two teachers who were a good teaching team, but 
who would not interact out of school. She described them as having professional 
likenesses and personal differences. Others commented on hearing teachers talk about 
going to breakfast or going to the same church. One student talked about the socializing 
that her team did. and described her supervising teacher as someone who had the ability to 
socialize and be a good friend, while maintaining professionalism. One student teacher 
commented that the teachers on her team were friends and had invited her to go to dinner 
with them. 
South student teachers felt that as a group they were friendly towards one another 
and that many of them had developed personal friendships. One person commented that 
these student teachers were friends who socialized and who vented teaching frustrations to 
one another. Another described the student teachers as a small, close knit group. One 
commented that she did not go out after school, but had been invited to participate. One 
student teacher commented that she had formed close friendships, and that another student 
teacher was going to be a bridesmaid in her wedding. 
Principal Smith felt staff camaraderie at North was not what it was at other schools 
where she had previously worked. She commented that when she examined ways to make 
North better, she kept coming back to the issue of camaraderie. She noted: 
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We have some folks who are not clinically depressed. but they are not real happy 
people. They do not enjoy socializing, and I am not talking about going out 10 a bar 
and drink. I am just saying being together. They do not enjoy their children, and 
you cannot give what they do not have. If they are not happy, all the activities I try 
to do make them happy probably are not going to work. Other teachers are collegial 
and friendly. 
She did comment that she felt very close to most of the staff, even thought they did not get 
together at people's houses at night and socialize. She said she felt friendly, as much a 
friend as a boss. She had found a "critical mass," but said camaraderie was an area she 
worried about 
Principal Miller commented that some teachers are friends and socialize, while 
others are not friends and do not socialize. He commented that he did not socialize with 
individual teachers because it would cause divisiveness among faculty. He noted that he 
had some conflicts with teachers, but felt most were minor, and were the result of 
situations not being handled that way teachers wanted. Overall, he found his faculty to be 
collegial. 
Table 11 
Administrative wntroJ 
Scbool 
North 
North 
South 
South 
Rank N 
T 6 
ST 
T 
ST 
6 
10 
8 
Meao 
4.83 
2.83 
2.00 
2.88 
sp 
0.41 
1.83 
1.05 
1.36 
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~ T =Teacher; ST = Student teacher. 12-< .05. R = 0.0060 for school and 0.0048 for 
school interacting with rank. 
North teachers perceived a high level of administrative control, indicating that they 
felt the administrators did not trust faculty to perfonn professional duties without the 
control of the administration. North student teachers and South teachers and student 
teachers perceived a lower level of administrative control, indicating that they perceived a 
collaborative relationship between faculty and administration. A score of one indicated the 
lowest level of control from the administtator, and a score of five indicated a high level of 
perceived administrative control. According to Cheal, teachers with high levels of 
perceptions of administrative control felt the administrator was more authoritative and did 
not trust the faculty to perform professional duties without the control of the administration. 
Teachers whose scores were low indicated perceptions of administrative control indicating 
the school environment to have a collaborative effort between the teachers and 
administration. A score of 4.83 for North teachers indicated a high level of administrative 
control. ANOVA for administrative control indicated statistical significance at the 0.05 
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level for school (R=0.0060) and school interacting with rank (R=0.0048). A score of 2.83 
ior Nonh student teachers indicated a moderate level of adminisuative conaoi. A score of 
2.00 for South teachers indicated a fairly low level of administrative control. A score of 
2.88 for South student teachers indicated a moderate level of administrative control. 
Teachers at North perceived a greater degree of administrative control than did 
North student teachers or South teachers or student teachers. South teachers perceived that 
their principal empowered them and trusted them to make decisions. North teachers 
perceived that they had less decision making power and needed to try to please their 
principal. North teachers' comments indicated they were unsure of the administrative 
requirements, and felt they had little room to make mistakes. The teachers indicated they 
felt a bit insecure in making decisions. They indicated they were not sure how the 
administrator would react to their decision making. Since this was her first year as an 
administrator, Principal Smith described herself as trying to get a handle on North. 
Principal Miller, at South, supported the teachers' perceptions by describing himself as an 
enabler who wanted teachers to try new ideas. 
All the North teachers made comments indicating that they perceived the principal as 
having a "good idea of the pulse of the school." They all said that the principal knew what 
was happening, and appeared to be "everywhere at once." Some teachers commented that 
not all administrators at North had appeared to be attuned to what was happening in the 
school. All the teachers commented that the principal knew what teachers were teaching 
because of the vast amount of feedback from parents and other teachers. They also felt she 
observed teachers when she was in the halls, and consulted with the assistant principals to 
assess their observations of teachers. Two teachers noted that North teachers were 
required to turn in lesson plans, which they felt told the principal what they were teaching. 
Teachers had also seen the principal in the halls and in the cafeteria A teacher commented 
that the principal was involved at all levels, and another commented that the principal was 
good at keeping tabs. Many North teachers commented that this was the administrator's 
first year as the principal of the school. They perceived that they would know more about 
her style and evaluation methods after they had worked with her for a longer period of 
time. They generally felt she had a knowledge of the teachers and whether or not they were 
perfonning duties at an acceptable level. The teachers were apprehensive about 
disappointing Principal Smith. They felt she had little tolerance for their imperfections. 
South teachers felt their principal had an overall sense of what they taught and 
whether they carried out non-instructional duties, although some said they were not sure 
how the principal knew. One teacher commented that the principal was very observant, 
knew teachers well, talked to teachers, and generally knew what was going on. She 
commented that he just made it his business to know what was going on in the school, and 
discussed issues with other administrators, who kept each other abreast on observations. 
She perceived that Principal Miller only visited classes where he perceived there to be 
problems. 
Several South teachers commented that one administrator tended to be in the halls 
frequently and greeted them daily. One teacher commented that if teachers were not 
carrying out non-instructional duties like hall duty, other teachers would bring it out in 
leadership meetings, and the principal and assistants would stand in the halls, or send 
messages with team leaders regarding areas in which teachers need to improve. He also 
commented that the administrative staff saw teachers at dances, ball games, and other after 
school activities. One teacher concluded that the principal kept abreast of things by having 
conversations with teachers and parents, and by examining test scores and report card 
grades. Another teacher commented that Principal Smith simply trusted teachers to be 
professionals. He perceived that the principal did not come to individual classes because he 
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was doing his job and protecting teachers from having to deal with problems other schools 
had to go through. He commented that he was sure the principal did know what was 
happening in the school. The final comment came from a teacher who did not know how, 
but knew the principal definitely was aware of what happened in the school. He 
commented that the principal fonnally knew by assigned tasks and duties, from talking 
with teachers, and by trusting teachers. 
South student teachers were not aware of how the principal knew what teachers 
were teaching and how they were canying out non-instructional duties, but overall they 
perceived that Principal Miller knew what was going on in the school. One North student 
teacher felt Principal Smith would know about non-instructional duties if they made a 
mistake on a report turned in to the office. One student teacher did note that the principal 
did check lesson plans, but he commented that he did not know if this really told anything 
about teachers' abilities to teach. Another student teacher noted that the administration had 
done no observations in her class this academic year, and that she had seen the principal in 
the hall only once, when the principal commented on the good behavior of her class. One 
student teacher felt that the principal did not have much of a presence at North, only by 
rumor. Student teachers at both schools were not sure how administrators knew what 
teachers were teaching or how they carried out duties. The South student teachers 
perceived that Principal Miller had a general knowledge of what was going on in the 
school. North student teachers were not certain if Principal Smith knew what was going 
on all the time, but felt she had a general knowledge of the school. 
Principal Smith responded that knowing what teachers were doing was a tough call. 
One of the ways she did it was to have all administrators evaluate teachers. She took the 
new teachers or teachers who were having difficulties. She said all administrators were in 
and out of the classrooms and up and down the halls. She commented that it was amazing 
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how much she could learn from unscheduled snapshot visits. She could tell if classes were 
organized, and if students and parents were happy. She commented that it only took a few 
visits to tell what was happening in the class. She also commented that parents knew the 
good teachers. especially if she looked at parents' overall comments. She said it made her 
sad when she thought that her better teachers thought she did not know what was going on. 
Principal Smith said one of her goals was to document "snapshot visits" in classrooms to 
provide a better overall profile of teachers. 
Principal Smith said that three cultures were quite evident when she came to North 
this year: the staff culture, the student culture, and the parent culture. The staff consisted 
mainly of adversarial relationships. The student culture reflected apathy in about one-half 
the students, and the parents' culture was filled with what Principal Smith called "attacking 
negativity. • She commented: 
I have never seen anything quite like it I think we have made progress. but we are 
still at the base of the mountain. It is baret I do much to try to work with parents. 
I started in education in 1967. I have been talked to, and talked at. and written to 
and written about since I came to North like I have never been in my career. That 
cannot be an accident I am working on a project to involve more black leaders in 
the community in our school. They can help us through their involvement I am 
involving all parents as much as I can. 
Principal Miller. at South. commented that he did not walk the halls. but he felt that 
people read him well and knew his level of expectations. He said he placed importance on 
what the teachers did in the classrooms. He felt he and the teachers had developed a level 
of trust, and the teachers knew he supported them as long as they were working to help 
students. Principal Miller commented that he gathered infonnation from the times he was 
in the halls, from talks with teachers and parents, and noted that he had good assistants and 
good secretaries in the office. He said he and his teachers had expectations of each other as 
people who cared about students and tried to meet their needs. He stressed that he trusted 
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teachers and did not require them to tum in lesson plans. He felt there was no one correct 
style of reaching and felt imposing preferences would waste time and decrease teacher 
morale. He commented that he liked people at South, and they knew he liked them. He 
said mutuality of respect existed. He commented that he liked teachers to have power and 
that if he could convince them an idea was theirs, he did He said that most events at South 
were by design and not accidental, and that teachers had more to do with the design than 
they realized. His structure was to get teachers to do as much as they could and to come up 
with ideas. He saw himself as an enabler, with just enough politician to allow him to be 
effective. 
Conclusions of Perceptions of Climate 
Cooperating teachers and student teachers in both schools tended to illustrate that 
context influences who "we" are and how we do things around here. Teachers and student 
teachers at South perceived "how we do things around here" as we help each other and our 
principal helps us. Teachers and student teachers at North perceived "how we do things 
around here" as we help our teammates, and we work in small groups. At South, the 
perceptions tended to reflect the culture of the whole school via individuals with a common 
mission. The perceived atmosphere of collegiality and support between cooperating 
teachers, students teachers, and administration was evident A metaphor for South might 
be "the compatriot " - all working together to meet the needs of the student Through their 
collegiality, students' needs are met, and teachers and student teachers support one another 
as they collectively strive to make South "be all it can be." Everybody is needed and is a 
part of the team. 
North's cooperating teachers and student teachers perceived their culture to be 
fragmented, with individuals or teams worlting alone to meet student needs, without the 
support of the whole school. A metaphor for North might be "the lone star" - some 
91 
individuals shining and making a difference. While a few teachers perceived that they or 
their team made a difference and tried to meet young adolescents' needs, their •light• was 
dimmed by a lack of collegiality and angst over administrative control. At North "we" was 
seen as a personal culture, unlike South, where "we" was seen as a general culture. The 
following comments are used to illuminate the areas of culture student teachers and teachers 
identified as most crucial in their respective schools. 
Teacher social needs were viewed quite differently at North and South schools. 
North teachers commented that limited socialization occurred outside school. One teacher 
discussed that tension among certain people was evident and created baniers. One teacher 
stated that, "Our staff is notorious for not getting along, and we do not cooperate. We butt 
heads" (Barbara). She continued by saying that North's staff is not one big, happy family. 
Another North teacher simply said, "No, teachers here are not friends" {Kate). She felt that 
teachers did not share friendships and did not socialize outside school. The only examples 
North teachers gave of socialization were a ropes course, lunch and breakfast on 
workdays, and a seventh grade level Christmas party. They indicated that collegial 
friendships were not an integral part of their lives. 
Conversely, South teachers saw themselves as very collegial, with deep 
friendships. One teacher answered enthusiastically: 
Oh, yes! We 're very much a family, not just friends, but a family. There's a lot to 
be said for staying in a situation for a number of years. I've been here for 16 years. 
When something happens, you have a support system. Friends are there in illness, 
death, anything. These are your family members. We go out to eat, go to Super 
Rea and have lunch. We do many things together. (Denise) 
Another South teacher answered, "Yes, definitely. here. I am part of a bridge group. The 
support system is unbelievable." Another teacher said that most teachers had friends at 
school, and that even if teachers were not friends, they were at least friendly to one 
another. One teacher used the anaiogy oi combat to describe iriendships at South: 
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I compare it to combaL Men that come back from service never forget the guys 
they were in the trenches with, under fire with. It's exactly the same situation. 
Sometimes we feel like we're fighting the enemy or we're trying to perfonn in spite 
of, and we stick together. Teachers, they bond I cannot imagine a group in a bank 
working on some floor or department bonding like teachers because we go through 
everything together. We laugh, cry, fuss. It's almost like being in a battle. I think 
we bond like soldiers bond. (Jennifer) 
Teacher and student teachers discussed administrative support and administrative 
control. South teachers and student teachers viewed Principal Miller as being less 
controlling than the teachers and student teachers viewed Principal Smith, at North. They 
felt comfortable stopping by to chat One South teacher commented that sometimes she 
" ... stopped by and let the administration know if she did something she was delighted 
with. I toot my own hom" (Jennifer). One South student teacher commented on her 
supervising teacher, who she perceived as part of the administration, as she reflected upon 
support at South. She described him as follows: 
Mr. Simon is a godsend, a walking angel. He finds anything I need. He will buy 
it if necessary. We use video and the laser disc. Some people don't know how and 
don't use what's available. After being at East Middle School, it's great here at 
South. (Alison) 
Principal Miller at South, described his support for teachers in many ways. For 
example, Principal Miller said he made sure teachers had supplies they needed because it 
was important to him. He described managing the finances of the school like managing the 
finances of his home: 
If I know I want something or know I am going to want something, and I know 
there is always going to be a need for food, telephone, etc., I make arrangements to 
have an income to meet these needs. It is the same with a school. I make sure we 
have fund-raisers to generate money. I put that money in a special account for 
teachers' use. If a teacher comes to me with an idea, I can find money to support 
that teacher. 
Principal Miller recounted a story from his first years as a teacher: 
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When I taught I couldn't believe I only got two boxes of paperclips per year, one 
case of paper, and one roll of masking tape. One teacher at our school stole 75 rolls 
of tape. He needed it, but isn't it ridiculous to force someone to do that in this job? 
Many South teachers commented that Principal Miller was retiring at the end of the 
academic year. Each teacher expressed a sense of loss. Many teachers expressed 
apprehensions over his departure. He was described as a "part of the family," and teachers 
were quite articulate that they would miss him. One teacher felt adamant that he was a good 
leader and worked hard to make South the best school it could be. She said, "If the new 
principal does not come and continue with the good programs we have, allow teachers to 
do things the way we are used to, and fit into our system, he or she will not last very long" 
(Glenda). She was quite clear that teachers were happy at the school and did not want to 
make changes they perceived as unnecessary. Another student teacher felt that the 
administrator was very in touch at South. She commented that he met with HUB teachers 
weekly, was very insightful, and somehow knew if teachers were teaching. 
Sixth grade teachers and student teachers at North commented that their teams 
worked well together. They felt they were the only grade level who did this. Other 
teachers commented that they individually met young adolescents' needs, but they felt they 
had little school wide support. One cooperating teacher commented that she was frustrated 
by the lack of collegiality and support from the faculty. Some North teachers and student 
teachers perceived their principal as moody and controlling. One North student teacher 
commented that teachers' reactions depended on the mood of the administrator: 
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Sometimes I agree with the principal. Then there is an 18:> degree turn. It is like 
having a faculty meeting with Sibyl. This puts them (the teachers) on edge. They 
do not know who is going 10 show up 10 lead the faculty meeting, so they are on 
edge and stressed. (Susan) 
Another North student teacher shared an example of how she perceived the principal 
affecting morale: 
For example, the principal wrote a memo stating that a faculty meeting would last 
until 4:45, and they would meet another day if necessary. Last time we had a late 
meeting a teacher got up to leave to pick up her child from daycare. Principal Smith 
called her back to the meeting, and commented that no one should leave before the 
meeting was over. I do not think that was professional. It affects the teachers. 
They are on pins and needles. They are not sure what they should do. It's not all 
negative. There are some positives. (Amber) 
Correlations of Ffficacy and Oimate 
Data failed to indicate statistical significance between the scores on the Woolfolk 
and Hoy Teacher Efficacy Scale and Cheal's' (1990) Mjddle Level Climate Indjcator. This 
may be indicative of the small cluster sample, or it may reflect lack of correlation between 
these two quantitative instruments. 
Table 12 
PeaQop froducl-Momept CorreJatiops 
TSN ADCON TFRUS TGFN EXM ADSUP PCB GTE PrE 
TSN 1.000 
ADCON 0.211 1.000 
TFRUS -0.009 -0.291 1.000 
TGEN 0.184 -0.202 0.273 
EXM 0334 -0.037 0.153 
ADS UP 0.239 -0.234 0312 
PCB 0.584 0.215 0.347 
CITE -0.168 0.070 0.031 
PTE 0.064 0.015 0.046 
TSN-Teacher Social Needs 
TFRUS-Teacher Frustration 
EXM-Expectancy and Motivation 
PCB-Pupil Control Behavior 
PrE-Personal Teaching Fificacy 
1.000 
0316 1.000 
0.200 0.580 1.000 
0.019 0.345 0315 1.000 
-0.112 -0.141 -0.090 0.096 1.000 
0.066 0.187 0.297 0.00 0.126 
ADCON-Administmtive Control 
TGEN-Tangible Environment 
ADSUP-Administrative Support 
GTE-General Teaching Fificacy 
1.000 
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Summary 
The purpose of this study was to examine the relationships between perceived 
culture and perceived teacher efficacy among preservice teachers and cooperating teachers 
in two Professional Development Middle Schools. This study identified seven factors of 
the organizational climate in two Professional Development Middle Schools (PDS) and 
examined these factors in relation to middle level teachers' and student teachers' personal 
teaching efficacy (PfE) and general teaching efficacy (GTE). The researcher used the 
Woolfolk and Hoy (1990) Teacher Efficacy Scale to measure personal teaching efficacy 
and general teaching efficacy and the Cheal (1990) Mjddle l&vel Climate Indicator to 
measure seven dimensions of the school climate. Along with these two instruments, the 
researcher used structured interviews, conversations, and informal observations to 
understand the perceived relationships between a school's culture and teachers' efficacy. 
Specifically the researcher examined the relationship between pre-test efficacy and 
post-test efficacy scores on the Teacher Efficacy ScaJe, and scores on the Middle Level 
Climate Indicator. This, coupled with the information gained from interviews and 
observations, provided insight into the perceived relationships. Teachers and student 
teachers articulated their perceptions of efficacy and climate. This provided an 
understanding of "how we do things around here" and who "we" are in two Professional 
Development Middle Schools in a suburban southern area. 
The fact that the teachers and student teachers perceived high levels of general and 
personal teaching efficacy was a positive finding and indicated a high level of commitment 
to education. In the area of efficacy, cooperating teachers and student teachers tended to 
look at meeting the needs of their students and generally believed other teachers could 
positively affect students. Teachers tended to perceive climate in terms of how they defined 
school wide efforts. South teachers and student teachers tended to perceive "we" as "we are 
in this together." North teachers and student teachers tended to perceive "we" as "we are 
alone, as individual or small groups, in meeting student needs.= 
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Middle schools must be developmentally responsive to the needs of young 
adolescents. Teachers have to learn to both identify and meet these needs. The results of 
this study indicated that both cooperating teachers and student teachers identified young 
adolescents needs, particularly academic, social, and emotional. Less emphasis was placed 
on meeting students' physical needs. Cooperating teachers indicated they were aware of 
many strategies to meet student needs. Results indicated that student teachers were in a 
transition period They observed cooperating teachers and replicated their methods as they 
experimented with ways to meet student needs. 
Results from this research indicated that cooperating teachers and student teachers 
felt they could individually and collectively meet student needs. Variations were accounted 
for by perceptions of a supportive climate. At South, cooperating teachers and student 
teachers perceived the whole school as working collectively in the students' best interests. 
At North, cooperating teachers and student teachers perceived individuals or teams working 
to help students, with little school wide support. 
Lack of camaraderie among teachers at North appeared to be a long term issue. The 
new principal, Principal Smith, was aware of this and was committed to making what 
improvements she could North teachers perceived less administrative support and more 
administrative control that did South teachers. One reason for this may be the difference in 
principals' personalities and management styles. Also, Principal Miller is retiring and 
Principal Smith is completing her first year as principal at North. Both schools have faced 
changes this academic year. 
Additionally, results indicated that at South cooperating teachers and student 
teachers felt much collegiality and administrative support without administrative control. 
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There was an atmosphere of teamwork and camaraderie. At North. cooperating teachers 
and student teachers felt a lack of collegiality and a great deal of administrative control. 
They worked individually or in small groups. The atmosphere was less positive. Results 
indicated that teachers and student teachers in both schools had high personal and general 
teaching efficacies. The differences were in the ways teachers had to maintain their sense 
of teaching efficacy. In their less cohesive culture, North teachers and student teachers had 
to overcome more obstacles to meet student needs. 
Results from this study indicated that the schools had defined cultures with some 
aspects shared by everyone and other aspects that differed based on individual perceptions. 
For example, teachers and student teachers all perceived frustration related to 
non-instruction duties; however. their perceptions of how they dealt with the frustrations 
varied greatly. For both schools clear definitions of "how we do things around here and 
who 'we' are" were evident South teachers and student teachers indicated a strong sense 
of collegiality, with much support from a caring administrator. North teachers and student 
teachers indicated a lack of camaraderie and perceived a less caring, more autocratic 
administrator. For South. who "we" are was clear. Teachers felt a strong sense of "who 
they were" and were adamant that although the principal was retiring. they did not expect 
the culture of the school to change. They felt empowered to continue "how they do things 
around here," and felt the new administrator would become acclimated to the "way of life 
here," or simply leave the school. Another result of this study was that North teachers 
perceived their culture to be permeated by too much control and not enough teacher 
camaraderie. They also felt the need to control pupil behavior. They had a less clear sense 
of who "we" are. 
Results from this study indicated that. with few exceptions, teachers and student 
teachers had a strong sense of personal and general teaching efficacy. This was indicated 
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by the examples they offered of adjusting their expectations and monitoring progress and 
meeting students' needs. Most teachers and student teachers gave examples of how they 
personally, and teachers in general, adjusted the instructional program and monitored 
progress. The belief that "kids are not standardized, so my expectations are not 
standardized" (William), appeared to echo throughout many teachers' comments. Much 
effort was expended through alternative assessment, individualized contracts, modification, 
after school tutoring, and social interaction with the students. Persistence in meeting 
student needs was evident. 
Both qualitative and quantitative results indicated a high level of general and 
personal teaching efficacy. On all seven dimensions of school climate- expectancy and 
motivation, pupil control behavior, teacher social needs, tangible environment, teacher 
frustration, administrative support, and administrative control - South ranked higher 
overall, indicating that the overall culture of the school was positive. Results indicated that 
North ranked lower, as teachers seemed to find the culture fragmented and less positive. 
They felt the need to control student behavior and felt they were controlled somewhat by 
the principal. Results indicated North teachers' social needs were not met. 
CHAPTERV 
DISCUSSION 
Overview 
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As indicated previously, the focus of this investigation was to examine the 
relationship between perceived school culture and teacher efficacy in two Professional 
Development Middle Schools. The theoretical framework for this study was grounded in 
theory related to exemplary middle school practices, teacher efficacy, school culture, and 
their relationships to each other. Although the schools, teachers and student teachers were 
examined separately, conclusions are based on the overall findings except where significant 
differences were evident 
The review of the literature examined three main issues related to this study, middle 
schools, teacher efficacy, and school climate/culture. Each was carefully examined in this 
study. First, the level of developmental responsiveness to the young adolescents' needs 
was examined. The researcher examined ways in which teachers felt they individually and 
collectively met young adolescents' needs, and created a climate in which they could met 
these needs. Last, the researcher examined elements of organizational culture that were 
either empowering or disempowering, and affected perceptions of efficacy. 
In order to examine conclusions and implications for additional research, 
reexamining the research questions guiding this research is necessary. The following 
questions guided this research: 
la What is the relationship between pre and post scores of the on~site teacher 
educators (OSTE) and student teachers (ST) in two middle level Professional Development 
Schools on the Woolfolk and Hoy Teacher Efficacy Scale (1990)? 
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There w~ no statistical difference between pre and post scores on efficacy. Overall, 
teachers and student teachers at both schoois reponed high general and personai teaching 
efficacies. 
1 b. How do on-site teacher educators (OSTE) and student teachers (ST) in two 
Professional Development Schools articulate their perceptions of efficacy through 
structured interview questions and informal conversations? 
In tenns of "who we are" teachers and student teachers at both schools perceived 
themselves as teachers who took care of their students. They articulated this perception as 
they described meeting the needs of all students and believing that they could make a 
difference in students' lives. 
2a What are the relationships among the scores of the on-site teacher educators 
(OSI'E) and student teachers (Sf) on Cheal's (1990) Mjddle Level School OrMmtional 
Qjmate Indicator? 
Of the seven dimensions of climate, two failed to show statistical significance: 
expectancy and motivation and teacher frustration. Teachers and student teachers at both 
schools indicated they could motivate students, had reasonable expectations, and were 
sometimes frustrated by non-instructional duties, but were able to handle these as a part of 
their jobs. Statistical significance was evident at the 0.051evel for the other five 
dimensions. Teachers perceived the tangible environemnt to be better than did student 
teachers. Teachers at North and teachers and student teachers at South perceived they had 
adequate support from the administrator. Teachers and student teachers at North perceived 
a greater need to control their student than did teachers and student teachers at South. 
Teachers and student teachers at South perceived their social needs were being met and they 
had a sense of camaraderie. Teachers at North perceived too much administrative control 
from the principal. They indicated she was too authoritarian. 
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2b. How do on-site teacher educators (OSTE) and student teachers (ST) in two 
middle level Professional Development Schools articulate their perceptions of Cheal's 
dimensions of climate through structured interview questions and informal conversations? 
Teachers and student teachers indicated they felt frustrated by non-instructional 
duties, but felt they could handle this frustration as part of their job. They indicated they 
had appropriate levels of expectancy and motivation. At both schools teachers felt the 
tangible environment was appropriate; student teachers perceived a lack of instructional 
materials. Student teachers at North did not feel administrative support. Teachers and 
student teachers at South perceived friendship among colleagues and cooperative learning 
environment with students. The North teachers felt too much control from their 
administrator. 
3. What are the correlations among scores of the seven organizational factors as 
identified on the Cheal Middle level School Organizational Climate Indicator and personal 
teaching efficacy (PI'E) and general teaching efficacy (GTE) scores on the Woolfolk and 
Hoy Teacher E[ficacy Scale ? 
Data failed to show statistical significance for correlations among the scores of the 
seven dimensions of climate and personal and general teaching efficacy. 
4. From the perspectives of the on-site teacher educators (OSTE) and student 
teachers (Sf}, what are the most important aspects of school culture that influence personal 
teaching efficacy (PTE) from general teaching efficacy (GTE)? 
Teachers and student teachers at both North and South expressed an understanding 
of "how we do things around here." At South, the teachers and student teachers perceived 
that they helped each other and that their principal helped them. At North, teachers and 
student teachers perceived that they helped each other in small clusters. They did not 
perceive an overall sense of camaraderie. 
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Conclusions 
Results of this study extend some earlier investigations. Middle school adolescents 
are facing some of the greatest physical. emotional, intellectual, and social changes in their 
lives (Rorida Schoolyear 2000. 1993; NMSA. 1992). In this study teachers and student 
teachers articulated that these changes made meeting the developmental needs of the middle 
school adolescents challenging. Teachers indicated they modified assignments, allowed 
flexibility in assignments, and addressed emotional and social needs as a way of meeting 
academic needs. 
A series of studies documented the importance of teacher efficacy (Bandura, 1Cfn, 
1989; Eichhorn, 1966; Gibson & Dembo. 1984; Ibis We Believe, 1982; Iumini Points, 
1985). Other research indicated that a high personal and general teaching efficacy among 
teachers increased positive relationship with students, and positively affects their academic 
growth. This study supported that research. Overall, teachers and student teachers 
reported high efficacy and demonstrated their commitment to students academic and 
personal success. 
Hoy and Woolfolk (1990) labeled the two dimensions of efficacy personal teaching 
efficacy and general teaching efficacy. General teaching efficacy is related to one's beliefs 
about what teachers in general can do to help students become successful. Personal 
teaching efficacy is related to one's view of self in successfully helping students. Miller 
(1987) described teacher efficacy as beliefs regarding the effectiveness of good teaching 
and teachers' beliefs about their abilities to teach all student regardless of the students' 
home environment, sex, race, appearance, or SES. Bandura ( 1989) asserted that efficacy 
influenced the choice of activities. effort expended. and persistence. Chester and Beaudin 
(1996) indicated that teachers' efficacy is mediated by collaboration, and that teachers in 
schools where they have opportunities for collegial collaboration reflect an increase in 
teaching efficacy. 
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Only a few researchers examined culture and efficacy together (Ashton, Webb, & 
Doda, 1983; Brofenbrenner, 1976; Cheal, 1990). Other researchers suggested that culture 
and efficacy are related (Ashton, Webb, & Doda, 1983; Cheal, 1990; Johnston, 1992; and 
Strahan, 1994). While the quantitative results from this study failed to indicate statistical 
correlation between efficacy and climate, teachers' comments indicated they were affected 
by a culture that empowered them less. North teachers clearly indicated administrative 
control caused them stress. There are indications that the strong administrative control 
appeared to be related to the teachers' needs to exert greater pupil behavior control. For 
example, teachers felt the need to keep students quiet because they had received memos 
critical of their actions and had been praised for controlling students in the hallways. 
Another study related to efficacy (Chester & Beaudin, 1996) found that novice 
teachers in schools with collaborative faculties and much supervisory attention showed 
increases in efficacy. The overall pattern for student teachers in this study was a high sense 
of efficacy. Although North reponed less collaboration that did South, the student teachers 
were collaborative with their OSTE's and usually with two or more team members. Since 
this research was conducted in two Professional Development Middle Schools, the student 
teachers were in close contact with supervisors. They had daily interactions and feedback 
from their OSTEs, and weekly contact and feedback from the university professors (team 
leaders), a doctoral student, and two Principal Fellows. Multiple opportunities were 
available for the student teachers to affirm that they were capable of effectively meeting 
student needs. 
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Implications for Teacher Ffficacy and School Culture 
Overall, this srudy indicated that teachers and student teachers were interacting with 
students in a developmentally appropriate manner. One of the results of this study 
indicated that teacher efficacy was related to meeting srudents' developmental needs. The 
teachers and student teachers in this study reported high levels of personal and general 
teaching efficacy, and reported many ways they met student needs. Teachers and student 
teachers indicated that they met academic and emotional needs frequently. However, they 
reported meeting social needs less frequently, and alma;t no one mentioned middle school 
students' physical needs. The exceptions came from student teachers who addressed the 
middle school students needs to move, and not sit still for extended time periods. The 
other exception came from a student teacher who felt teachers could more effectively meet 
middle school girls' physical and emotional needs as they begin menstruation. 
The results of this study indicated that the culture of a school was important to 
teachers' empowennenl South teachers believed in their value to students' lives. Teachers 
did not feel a need to exert much control over pupils. They viewed their efficacy as more 
collaborative with students. They felt supported by Principal Miller and felt he would help 
them if they wanted to try something in their classes to help students. South appeared to be 
like a family. Principal Miller described running the school like he ran his own home. 
Teachers described friendships that were familial, brotherhoods and sisterhoods. Teachers 
described depending on each other and knowing their "teacher" friends would be there in 
times of sickness, death, crises, etc. Teachers felt they had a core group of friends and an 
administrator who offered them support in the South culture. 
In the North culture, teachers felt less support from the administration than did South 
teachers. These teachers felt their administrator was more autocratic and had less trust in 
them to make decisions. They expressed feelings of doubt of support from her if they 
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made mistakes. They needed to exert more control over students. Although results 
indicated tbat North teachers tried to meet student needs, they appeared to work in more 
isolation. They did not feel a sense of friendships and loyalty among the faculty. Many of 
the teachers perceived that they would •butt beads• with other teachers. Exceptions were 
teachers who described the 6th grade as working well together, or having a few friends at 
school. The language of family and support systems was missing from the North culture. 
However, North teachers' efficacy remained high. They worked hard to meet student 
needs and believed that could overcome obstacles to meeting those needs. 
With collaboration, efficacy increased in novice teachers (Chester & Beaudin, 1996). 
The collegiality between OSTEs and student teachers is different from that between a 
novice teacher and a mentor or peer. The university partnership works to match 
personalities and styles of teachers between the student teachers and the OSTE when 
placements are made. An effort is made by the university to facilitate collegiality. This 
collegiality provides the student teachers a support system and a safe place to explore their 
ideas related to teaching. This combination of collegiality and support may facilitate 
increases in student teacher efficacy. 
Implications for Research 
Previous research has focused on teacher efficacy or school culture. Few studies 
have examined both, and even fewer studies have examined teacher efficacy, school 
culture, and middle school adolescents. This study allowed the researcher to examine 
efficacy, culture, and the developmental needs of young adolescents in middle schools. 
The researcher also examined perceptions of teachers and student teachers who worked in 
Professional Development Schools. At times this study became difficult because it 
examined many facets of schools; however, this allowed for an examination of multifaceted 
middle schools in relation to culture and teacher efficacy. 
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To study the relationships between culture and efficacy the researcher used the Hoy 
and Woolfolk (1990) Weber FIIjcycy Srnie the Cheai (1990) Mjddle L&vei CJjmale 
Indicator. interviews, and observations. While this provided valuable insight, future 
research should include more direct probing into how teachers and student teachers 
perceive the relationship between culture and efficacy. Although Chester and Beaudin 
(1996) developed an instrument cl~ to assessing efficacy and culture, the development of 
an instrument that specifically measures both efficacy and culture would be a helpful 
research tool. 
This research was conducted in two Professional Development Middle Schools, with 
a cluster group of teachers who had been identified as quality educators. The student 
teachers in this study were from a preservice education program steeped in field experience 
and middle school philosophy. Future research on culture and efficacy in middle schools 
should be conducted with all teachers in a school, not just "the better ones," and may want 
to include student teachers from a more traditional teacher education program. This would 
provide comparison groups. Also, the sample size was quite small. Future research 
should include a larger sample size. Lack of diversity among participants was evident 
Participant diversity is needed in future research. 
This study provided insight into many areas of middle school, culture, and efficacy. 
Future research should address these areas in greater depth in order to facilitate insight into 
the relationships among these areas. Even though the findings in this study may not 
generalize to other middle schools, they provide illumination on middle school practices, 
teacher efficacy, and culture in two Professional Development Middle Schools. The 
findings may be useful in examining culture and efficacy in other middle school settings 
since they indicated that the relationships between culture and efficacy impact both teachers' 
persistence and effort and students' academic and personal successes. 
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Specifically, implications include the need for researcher to examine efficacy and 
culwre in a longitudinal study. Since etucacy is a state and not a trait, many circumstanceS 
may influence educators personal and general teaching efficacies. Noteworthy, in this study 
is the fact that North has a new principal and South's principal is retiring. A follow up to 
this study to examine efficacy and culture in the next few years would provide valuable 
insights into the relationships between efficacy and culture. Another implication from this 
research is the need to closely examine the relationships between teachers and student 
teachers and Professional Development Schools in terms of how teachers transmit their 
perceptions of efficacy and culture to student teachers. Finally, additional research is 
needed to examine the efficacy among teachers and student teachers to determine whose 
validation is necessary in order for one to maintain a high sense of personal and/or general 
teaching efficacy. 
The high efficacies and belief that "we take care of our students is illustrated by a 
teacher who described overcoming obstacles and meeting student needs in a supportive 
climate. She described this process as: 
Doing what you have to do. You have to come to this job with a feeling, not just I'm 
going to teach, but I'm going to overcome this (obstacles) and teach, I'm going 
overcome that, and I'm going to meet the needs. You cannot just walk in at 8:00 and 
teach. I work with students individually, keep them after school, stay late Tuesday 
and Thursday, modify assignments and tests, whatever it takes (Denise). 
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Rf$EARCH OUESIJONS 
OSI'E = on-site teacher educator 
sr = student teacher 
Rrpn;b Ouestiops 
1a What is the relationship between 
pre and post scores on the on-site 
teacher educators (OSTE) and 
student teachers (ST) in two middle 
level Professional Development 
Schools on the Woolfolk and Hoy 
Teacher Fificacy Scale (1990)? 
1 b. How do on-site teacher educators 
(OSTE) and student teachers (ST) 
in two middle level Professional 
Development Schools articulate their 
perceptions of efficacy through 
structured interview questions and 
infonnal conversations? 
2a. What are the relationships among 
the scores of the on-site teacher 
educators (OSTE) and student 
teachers (ST) on Cheal's (1990) 
Middle Level Organizational 
Climate Indicator? 
2b. How do on-site teacher educators 
(OSTE) and student teachers (ST) 
in two middle level Professional 
Development Schools articulate 
their perceptions of Cheal's 
dimensions of climate through 
structured interview questions and 
infonnal conversations? 
3. What are the correlations among the 
scores of the seven organizational 
factors as identified on the Cheal 
Middle Level Climate Indicator 
and personal teaching efficacy (PrE) 
and general teaching efficacy (GTE) 
scores on the Woolfolk and Hoy 
Teacher Efficacy Scale? 
PfE = personal teaching efficacy 
GTE= general teaching efficacy 
Measure 
Teacher Ffficacy Scale 
Structured Interviews 
Informal Observations 
Organizational Climate 
Indicator 
Sttuctures Interviews 
Informal Observations 
Organizational Climate 
Indicator 
Teacher Efficacy 
Scale 
Source of 
Eyjdence 
Subscale 
Content 
Analysis 
(coding, 
categorizing, 
synthesizing) 
Subscale 
Content 
Analysis 
(coding, 
categorizing, 
synthesizing) 
Correlational 
Analyses 
RESEARCH QUESTIONS- continued 
4. From the perspectives of the on-site Structured Interviews 
teacher educators (OSTE) and the Observations 
student teachers (ST), what are the 
most important aspects of school 
culture that influence personal teaching 
efficacy (PTE) and general teaching 
efficacy (GTE)? 
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Content 
Analysis 
(Coding, 
categorizing, 
synthesizing) 
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APPENDIXB 
TEACHER SELF EFFICACY SCALE 
" 
Name TEACHER SELF EFFICACY SCALE 
from Hoy and Woolfolk, 1990 
Stroaaly Aaree No Dlsaaree Stronaly 
Aaree Somewhat Opinion Somewhat Dlsaaree 
1. When a student does better than usual, many times it is because I 
exert a little extra effort ................................ I 2 3 4 5 
2. The hours in my class have little influence on students compared to 
the influence of their home environment ..................... I 2 3 4 5 
3. The amount a student can learn is primarily related to family 
background ........................................ 1 2 3 4 5 
4. I~ st~~nt1 aren't disciplined at home, they aren't likely to accept any 
dascaphne ......................................... 1 2 3 4 5 
5. I have enough training to deal with almost any learning problem ..... 1 2 3 4 5 
6. When a student is having difficulty with an assignment, I am usually 
able to adjust it to his/her level ........................... 1 2 3 4 5 
7. When a student gets a better grade than he/she usually gets, it is 
usually because I found better ways of teaching the student ........ 1 2 3 4 5 
8. When I try,l can get through to the most difficult student ......... 1 2 3 4 5 
9. A teacher is very limited in what he/she can achieve because a 
student's home environment is a large influence on his/her behavior .. 1 2 3 4 5 
10. Teachers are not a very powerful influence on students' achievement, 
all factors considered .................................. 1 2 3 4 5 
co 
Stronaly Aaree No Dlsaaree Stronaly 
Aaree Somewhat Opinion Somewhat Dlsaaree 
II. When the grades of my students improve, it is usually because I 
found more effective leaching approaches .................... I z 3 4 s 
12. If a student masters a new concept quickly, this might be because 
I knew the necessary steps in teaching that concept .............. I z 3 4 s 
13.1f parenls would do more for their children, I could do more ....... I z 3 4 s 
14.1f a student did not remember information I gave in a previous lesson, 
I would know how to increase his/her retention in the next class ..... 1 2 3 4 s 
IS. If a student in my class becomes disruptive and noisy,l feel assured 
that I know some techniques to redirect him/her quickly .......... 1 2 3 4 s 
16. Even a teacher with good teaching abilities may not reach many 
students .......................................... I z 3 4 5 
17 .If one of my students couldn't do a class assignment, I would be able 
to accumtely assess whether the assignment was at the correct level of 
difficulty .......................................... l 2 3 4 s 
18.1f I really try hard, I can get through to even the most difficult or 
unmotivated student . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . l l 3 4 s 
19. When it comes right down to it, a teacher really can't do much because 
most of a student's motivation and perfonnance depends on his/her 
home environment ................................... I z 3 4 s 
20. My teacher training program and/or experience has given me the 
necessary skills to be an effective teacher .................... I z 3 4 5 
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DIMENSIONS OF ORGANIZATIONAL CUMATE 
Cheal. 1991 
Dimension l: The faculty's force of motivation toward the school's academic orientation 
to student achievement This dimension was measured through the faculty's perception of 
expectancy. instnunentality. and valence as rewards for their collective efforts. (Expectancy 
and Motivation) 
Dimension 2: Interactions between the teachers and their students that indicate a degree 
of control exerted over the student population. This dimension measures the faculty's 
perception of the level of control needed to maintain an educationally conducive climate. 
(Pupil Control Behavior) 
Dimension 3: The physical and material aspects of an organization as perceived by the 
faculty. (Tangible Environment) 
Dimension 4: Teachers' close social relationships among faculty members. This 
dimension reflects the teachers' perceptions of personal social interactions among staff 
members. (Teacher Social Needs) 
Dimension 5: The faculty's perceptions of their colleagues' attitudes toward their 
professional attitudes and actions of their peers. (Teacher Frustration) 
Dimension 6: Interactions between the building principals and the instructional staff that 
serve to create a climate that is perceived to be a cooperative working environment by 
faculty. (Administrative Support) 
Dimension 7: Principal's efforts to control the internal functioning of their school 
through the coordination of work. This dimension describes actions by the principals that 
are interpreted by the faculty as controlling and authoritarian in nature. (Administrative 
Control) 
Middle School Organizational Climate Survey 
Based on the work of Jennifer Putnam Cheal 
Please circle the number that indicates your response to each item. The 
choices are: Strongly Agree, Agree Somewhat, No Opinion, Disagree 
Somewhat, and Strongly Disagree 
Strongly Agree - SA -
Agree Somewhat = AS 
No Opinion = NO 
Disagree Somewhat = DS 
Strongly Disagree = SD 
1. Our principal(s) recognizes faculty achievement 
SA AS NO OS SD 
2. Our principal(s) does Nar monitor everything teachers do. 
SA AS NO OS SD 
3. Our principal(s) compliments teachers. 
SA AS NO OS SD 
4. Our teachers believe that all students can learn. 
SA AS NO OS SD 
5. Our principal (s) does Nar explain his/her reasons for criticism to teachers. 
SA AS NO DS SD 
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Strongly Agree = SA 
Agree Somewhat = AS 
No Opinion = NO 
Disagree Somewhat = DS 
Strongly Disagree = SD 
6. Our principal(s) provide instructional leadership. 
SA AS NO OS SO 
7. Our teachers plan instructional activities for maximum learning at all achievement levels. 
SA AS NO OS SO 
8. Our students solve their problems through logical reasoning. 
SA AS NO OS so 
9. Custodial services are available when needed. 
SA AS NO OS SO 
10. Our teachers continually monitor student progress to adjust their instructional 
programs. 
SA AS NO OS SO 
11. Our principal(s) uses constructive criticism. 
SA AS NO DS SD 
Strongly Agree = SA 
Agree Somewhat = AS 
No Opinion = NO 
Disagree Somewhat = DS 
Strongly Disagree = SD 
12. Our principal(s) cl~ly checks teacher activities. 
SA AS NO OS SO 
13. Our principal(s) goes out of his/her way to help teachers. 
SA AS NO DS SO 
14. Our students cannot perceive the difference between democracy and anarchy in the 
classroom. 
SA AS NO DS SO 
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15. It is often necessary to remind our pupils that their status in school differs from that of 
teachers. 
SA AS NO OS SO 
16. Assigned non-teaching duties are excessive. 
SA AS NO OS SO 
17. Our teachers are sensitive to the developmental needs of middle school students as they 
plan their lessons. 
SA AS NO DS SO 
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Strongly Agree = SA 
Agne Somewhat = AS 
No Opinion = NO 
Disagree Somewhat = OS 
Strongly Disagree = SD 
18. Our principal(s) talks more than listens. 
SA AS NO DS SD 
19. Our principal(s) encourages teacher autonomy. 
SA AS NO DS SD 
20. Our teachers have too many committee requirements. 
SA AS NO DS SD 
21. Being friendly with our students often leads them to become too familiar. 
SA AS NO DS SD 
22. We have adequate instructional materials for our school program. 
SA AS NO DS SO 
23. Our principal(s) supervises teachers closely. 
SA AS NO DS SD 
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Strongly Agree = SA 
Agree Somewhat = AS 
No Opinion = NO 
Disagree Somewhat = DS 
Strongly Disagree = SD 
24. Our teachers have chances to learn new things. 
SA AS NO DS SO 
25. Teachers in this building show a genuine caring for students. 
SA AS NO DS SD 
26. Our school has a well maintained/clean interior. 
SA AS NO DS SD 
27. High faculty initiative leads to the attainment of the desired educational objectives. 
SA AS NO DS SD 
28. Our teachers re-teach materials to students as needed. 
SA AS NO DS SD 
29. The exterior of our school is well maintained. 
SA AS NO DS SD 
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Strongly Agree = SA 
Agree Somewhat - AS 
No Opinion = NO 
Disagree Somewhat - DS 
Strongly Disagree - SD 
30. Our teachers motivate their students to learn. 
SA AS NO OS SD 
31. Our principal(s) provides instructional leadership. 
SA AS NO DS SD 
32. Teaching strategies in this school are based upon principles of learning. 
SA AS NO DS SD 
33. Our teachers socialize with each other on a regular basis. 
SA AS NO DS SO 
34. Teachers invite other faculty members to visit them at home. 
SA AS NO DS SD 
35. Our students often misbehave in order to make the teacher look bad. 
SA AS NO DS SD 
Strongly Agree = SA 
Agree Somewhat = AS 
No Opinion = NO 
Disagree Somewhat = DS 
Strongly Disagree = SD 
36. Our students are usually Nar capable of solving their problems through logical 
reasoning. 
SA AS NO DS SD 
37. A few students are just young hoodlums and should be treated accordingly. 
SA AS NO DS SD 
38. Directing sarcastic remarks toward a defiant student is a good disciplinary technique. 
SA AS NO DS SD 
39. Our principal's organization insures maximum classroom time-on-task. 
SA AS NO DS SD 
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40. In this school, it is important that our students acquire an interest in the subject matter. 
SA AS NO DS SD 
41. If our students are allowed to use the restroom without getting permission this privilege 
will be abused. 
SA AS NO DS SD 
Strongly Agree = SA 
Agree Somewhat = AS 
No Opinion - NO 
Disagree Somewhat = OS 
Strongly Disagree = so 
42. Teachers do not help and support each other. 
SA AS NO OS SO 
43. Our teachers' closest friends are other faculty members at this school. 
SA AS NO OS SO 
44. Our expending high levels of energy DOES NOf lead to commensurate levels of 
student achievement 
SA AS NO OS SO 
45. Administrative paperwork is burdensome at this school. 
SA AS NO OS SO 
46. Our principal(s) does NOf look out for the personal welfare of the faculty. 
SA AS NO OS SO 
Thank you for completing this survey. 
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MIDDLE SCHOOL ORGANIZATIONAL CLIMATE SURVEY 
Thank you for taking time to complete this survey. All responses will be kept confidential 
and no information identifying individuals will be reponed. Your name and school are 
needed in order to match On-Site Teacher Educators and Student Teachers. 
Name ---------------------------------------
School ____________________________________ ___ 
